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-FOREWORD 
Learning to write and· to ·write increasingly well is a basic objective 
of schooling in all subject areas. It involves learning to confonn to 
conventions of the printed language and to consider the fonn, purpose, and 
tone of the message. Beyond . the pragmatic purpose of shaping . messages to 
others, writing can be a ·means of self-discovery, to find out what we 
believe and know. 
Language Growth, intended for use in Elementary schools, presents a 
rrodel for instruction in written language whi.ch is practical and consistent 
with research findings. The guide describes an .approach which proceeds 
fran understanding and ideas to written expression. In this approach, 
students ·write frequently ·in all subject areas for a variety of purposes 
and audiences. 
The guide includes both theory and practical suggestions for imple-
menting the rrodel for written canposition. It ·is expected that all 
Elanentary teachers will-do their best to introduce this approach in the 
schools of the province. 
LYNN VERGE 
Minister of Education 
November,. 1982 
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PREFACE 
The · most important findings in language education and 
1 anguage research are those which identify the knowledge -and 
skill which the teacher brings to teaching in an educational 
; 
environ1nent whose tone is largely set by the school 
administrator. Significantly, these understandings of how 
language is structured and how language is learned do not place 
primary importance on the identification of instructional 
materials. 
This indisputable fact - that it is the teacher's 
knowledge about language and sensitivity to language learning :· .. 
. / 
importance - has determined the structure 
t 
that is of paramount 
of this publication. 
... / 
Opening chapters explore the nature of language function 
and structure, and outline the distinctive features of the 
processes by which children learn language and the environments 
in which language learning takes place. ~ These chapters are 
necessary. They are presented in the sincere belief that 
unless educators understand the nature of the intimacy between , 
thought and language no effective language pro_gram is possible. l 
I 
The information contained in these chapters is derived from a · 
' 
variety of sources and necessarily condensed; therefore, a / 
' 
selected bibliography of materials which expand these concepts 
is given. It is the ·desire of the Division of Instruction that 
these chapters and their accompanying bibliography be used by 
teachers, coordinator~, and admini.strators as they interpret, 
discuss, clarify, and_ refine the language learnings which they 
must put into practice daily in classrooms . 
• 
, v 
The Division of Instruction is also aware of the 
requirement of teachers for a set of practical procedures for 
the teaching of composition in the elementary school. These 
·are provided in the .central chapters of this Guide. It is the 
policy of the Division of Instruction that these procedures be 
implemented in the Province's elementary classrooms • . It is by 
means of these procedures that the concepts . described in the 
opening chapters can begin to enh-ance the language growth of 
elementary school children. To facilitate this process, the 
Division of Instruction has prepare·d an inservice package for 
delivery _to ·program coordinators in or.der that all teachers and 
administrators may have access to a variety of sources of 
professional help. 
The concluding pages of the Gui de i 11 us.trate the role 
required of the school administrator and district personnel in 
i m·p 1 e ~ e n t i n g , mo n i to r i n g , an d e v a 1 u a t i n g th e b a s i c p r i n c i p 1 e s 
and procedures of the Guide. The final chapter addresses the 
necessity of the formulation by principal and staff with the 
guidance . of district personnel of a whole school pol icy of 
language. It is the concluding chapter because it is concerned 
with the identification, modification, and writing of a 
language policy across the curriculum at the school level which 
will ensure the implementation of an effective school writing 
and learning program. 
· The challenge to district pers<?nnel, administrators, and 
teachers is to achieve th .ese objectives. In so doing, they 
will necessarily be involved in the ~ame language and learning 
processes that this Guide states must be encouraged, 
cultivated, and nurtured in elementary school students. 
v 
.· 
CHAPTER ONE 
. CHILDREN LEARN LANGUAGE 
. ":..', 
A STATEMENT OF CONCERN 
It has been estimated that . a six-year-old knows about 8,000 
root words. Other vocabulary counts suggest that at the age of 
eighteen months the average child has about fifty words in his 
vocabulary. This indicates that nearly 8,000 basic word forms 
are learned by children in about four years and six months, or 
1,650 days. Simple division indicates that the six-year-old 
has acquired about five wo~ds per day, or about one word every 
third waking hour. Furthermore, the child uses these words in 
sentence patterns which exhibit an implicit knowledge of how 
language is structured. 
Beginning around eighteen months, every child becomes a 
quick and able language learner. However, for many childr~n, 
around age five or six this talent apparently begins to fade. 
The questi.on educators need to ask and strive 
"Does the talent fade after age five or do the 
environrnental conditions negatively change?" 
disturbing question! 
to answer is 
learning and 
It is a 
Much cri..ticism of our educational system centres on the 
'teaching of written composition, which is often labelled as 
being the poorest taught of the language arts. Whether or not 
writing quality has declined, it · is · certain that society's 
need for writing of good quality has increased. ·-
Prominent researchers of writing in the school have claimed 
that the most severe pr-oblem in the elementary school is no 
writing. The little writing that is carried on in some~ 
schools is not for communication; it is, rather, a timetable 
event frequently characterized by such formal, structured 
experiences as completing a workbook page, filling in a ditto 
sheet, and completing set blanks. 
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Current opinion concerning some reading problems attributes 
reading difficulty to a general lack of writing. It appears 
that output is as much required as input, that writing is to 
reading as ·speaking is to listening. 
THE NATURE OF THE ACCOMPLISHMENT OF LEARNING TO SPEAK 
The natural ability of children to learn is often 
underrated. In particular, the natural learning ability of 
preschool children is frequently overlooked. High on this 
list of. underrated and overlooked natura-1 learni·ng abilities 
is the i·nfant's ability to learn language by exposure to it. 
Perhaps the child's ability to learn language is overlooked 
and underrated because it is so 
place without conscious effort. 
learn to talk, and they do. 
natural it seemingly takes 
Everyone expects infants to 
We need reminding that before the age of five, children 
master the complexities of their world, and that they do so 
mainly by mastering the semantics and syntax (deep structure 
and surface structure) of their native language, and by using 
that language to further their comprehension of their 
world. 
Learning a language is not a simple task. Imagine the 
struggle of an adult dropped into a foreign culture attempting 
to learn its language. Even this situation is not comparable 
to tha·t of an infant · acquiring her native tongue. An adult 
placed in a foreign culture at least has benefit of the 
knowledge that language exists, and that it is communicatively 
useful. She i·s able to bring to the task all of her knowledge 
of how people, cultures, and the world in general operate. 
' She does not have to give attention to learning to see, to 
walk, or to eat. The infant has none of these advantages. 
To gain some idea of the complexity of the task of learning 
language, which all normal infants so brilliantly achieve, let 
us examine the physical production of a series of sounds that 
become words in a sentence. As the infant speaks, each 
individual sound requires a very fi~e coordination of separate 
organs including the vocal cho.rds, the lips, the _tongue, the 
-4-· 
jaw: as well, the entry and exit of air to the lungs must be 
contr.olled. Not only must each muscle be coordinated to 
produce a particu·lar sound, but each muscle n1ust be so 
coordinated th.at it flows smoothly and quickly into the 
position required for the next sound. 
Other complexities exist. Languages are not spoken one 
word after another. The decision to use one word is 
determined by the. next. Semantics and syntax describe . the 
nature of the interrelationships between words. Neither 
semantics nor syntax . nor fine motor control are directly 
observable by the infant brain. Therefore~'. the infant brain 
does not simply master the physical complexities of fine 
muscle control; it also masters the ··maze of connections and 
interconnections between ·words, word groupings, and their 
referents; it also masters the rules by which words and word 
groupings are combined into sentences. 
These are learned by most children by age five. · Vocabulary 
counts suggest that children learn an average of five or six 
words per day prior to . entering school~ This learning 
encompasses semantics, syntax, and pronunciation. 
The acquisition of language is one of ' the major . feats of 
child development. It is one of the most significant 
examples, perhaps the most · si gni fi cant example of 1 earning. 
It is a natural process . . · Provided children are exposed to 
language ln a supportive environment, they cannot be prevented 
from learning it. Research in the area of early language 
development is continuous and theories of how children acquire 
language change. as data accumulates. However, research is 
consistent on one major· point: young language learners are 
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effective lang.uage learners and there is much in the child's 
natural learning method that can be transferred to school 
learning.· 
./ 
MAIN FEATURES OF THE PROCESS OF LEARNING TO SPEAK 
The development of language production begins during the 
first few days of a child's independent life. No researcher 
has indicated a probable beginning for the devleopment of 
language reception, although it is known that the language 
area of the brain is in the process of developrnent in the 
unborn child as early as twenty-nine weeks. 
Research has determined the presence of stages in the 
child's acqui.si-tion of speech. While a detailed exploration 
of these stages is not feasible here (see bibliography), 
teachers and administrators need to be aware that as the child 
moves from cooing to babbling to telegraphic to adult-like 
speech, he is clearly engaging in an active, 
meaning-generating and meaning-obtaining process. While it is 
the ability of children to think symbolically and to produce 
sound symbols that makes language learning possible, it is the 
need to communicate and comprehend which makes language 
learning necessary. 
Infants pick up the sounds of voices around them - the 
cadence and melody of language. They recreate the intonation 
patterns of language· .in the babbling. In the babbling of the 
eight-month-old, one can identify intonation patterns 
indicative of statements and quite different .intonation 
patterns indicative of questions. 
From an early stage child language learning is . predicated 
to use, to language fu·nction, to meaning. Even the earl 'iest 
infant . language does not develop from surface structure to 
thought; rather, it grows from thought to increasin.gly complex 
surface structures. 
and shaping it to 
them. 
Infants experiment with sound, molding .it 
the nature of the language heard around 
-7-
The first words acquired by children are .those to which 
they give ·the greatest semantic significance. Semantic 
significance is a measure of the "amount of meaning" given to 
various elements in an utterance. For example, _in "Here is a 
doygie", we would agree that the fourth word, 11 doggie 11 , is 
more semantically significant than 11 a 11 or 11 is 11 • (This is 
particularly so if the ut·terance occurs in the context of an 
adult and infant sharing a picture book, and it is the 
infant's intention to distinguish a picture of a dog f.rom a 
picture of a hippopotamus.) 
It is these semantically significant elements which are 
acquired_ by children as they g·row from bab.bling to the one, 
two, and three-wor·d sentences that are labelled 11 telegraphic 11 • 
Some elements are heard and understood; other elements are 
heard, understood, and produced. Early in their language 
development children acquire the elements 11·up 11 and 11 down 11 , 
whfch are comprehended and produced. Their usefulnes.s makes 
them semantically significant. Production of these elements 
allows the infant to gain new perspectives on the world; new 
vista~ open up. The i • ~fant says 11 up 11 and is picked up and can 
see ou·t the window, or over the counter, or reach the light 
• j 
switch. Infan·ts comprehend and receive their own name early 
in their language development. There is obvious usefulness in 
recognizing when one is being addressed. However, it is 
generally later, and often · as the result of direct and 
repeated parental instruction, that the infant comes to 
produce his own name. Saying your own name has little evident 
usefulness in an environment where everyone · else knows it 
anyway. In terms of the language spoken by adults, first 
words are often nouns. However, in their creative and 
intentional use by young children they are 
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neither single 11 words 11 nor exclusively 11 nouns 11 • They are 
linguistic elements capable of fulfilling a variety of 
functions dependent on context and defined by intonation, 
v o l u m e , a n d p i t c h • F o r . t h e s i x t e e n - m o n t h - o 1 d , 11 s o c k· 11 c a n be 
g i v e· n t h e s i m p 1 e me a n i n g 11 T. h a t i s a s o c k , 11 o r w i t h o b v i o u s l y 
d i ff e rent v o 1 um e ca n be g i v en the mean i n g 11 I ha v e d r o pp e d my 
sock on the floor and the dog has it. Get it back for 
me. 11 
By three years of age many children are so advanced in 
sentence construction, and can handle semantics _ so well that 
they produce and comprehend al 1 of the major var·ieties of 
simple English · sentences up to a le:_ngth of ten · or eleven 
words. Many of these sentences are unique. They are 
sentences which the child has never heard, yet creatively 
produces, not from a conscious knowledge of the rules of 
syntax but from an implicit knowledge gained through 
experiencing language in operation. 
By the age ·of four, children have mastered the syntactic 
structure of language. While the pattern of development 
differs in tempo from child to child, all children go through 
similar stages of development exhibiting similar learning 
processes keyed to meaning and intention. 
How is this accomplished? Certainly not through direct 
instruction of the surface features of _language. Most parents 
are not able to state the rules by which surface features are 
transformed from thought and . combined into sentences. There 
is no evidence that linguists' children acquire · language more 
rapidly or more efficiently than doctors' or carpenters• 
chi l d re n • The chi l d i s i mm er s e d i n a l i n g u i st i c en vi r on ri1 en t 
possessing several distinct characteristics. ·1n the child's 
r. 
home environment there is lots of talk. This talk covers all 
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of the functions of language. Language is used as a means of --¥-=-
getting things, controlling_ behaviour · and getting al ·ong with 
others, and ·expressing individuality and emotions. Language 
is used to obtain and test knowledge. It is used to make up 
stories. It informs, describes, expresses, and diverts. 
In the child's learning environment there is support for 
her as a human being and as a learner. When a child says 
"wadda", an adult responds "You want a drink of water", · and 
gets her one. There is no insistence on appropriate, 
adult-like surface features before needs are met or meanings· 
recognized. Children participate in meaningful language 
exchanges with others. They are spoken . to, 1 i stened to, 
responded to, and praised. They are encouraged to talk and 
allowed to make errors. They discover the way language works. 
The ebb and flow of language and thought and sound wash over 
them. 
There is ample opportunity for children to think language. 
In the privacy of the crib or as they quietly draw a picture, 
they speak without talking to anyone in particular. They 
think for . themselves. They elaborate and . develop their own 
understandings of their enlarging world. It is not that they 
cannot think without language, but that language is for them a 
convenient medium for directing thought. 
When chi 1 dren enter school they bring . with them five years 
of living language. They have learned to speak and . understand 
. language with little or no formal teachin·g, and they have done 
,. . 
so at a very early age. They have learned lang.uage by· being 
immersed in it, an~ by actively participating in it. They 
have guessed ·at its meanings and its structures,_ an(! they have 
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tested these guesses on other people in their environment. By 
' 
this process they have established their own semantic category 
system and . their own rule system, and· learned through feedback 
whether their speech is ma.king sense to other people . and how 
to modify it when it is not. It seems possible that the 
'terrible two·s• _ may be the product of increasingly complex 
deep structure intentions . falling short of developing 
lingui.stic ability. The two-year-old may weJl be frustrated 
by her inability to make ·her surface cons-tructions match her 
deep intentions. 
Children must use their cognitive skills in learning to 
write (and read) in school. Children must come to school 
expecting to continue to · use oral language, to ask questions 
and have them answered, to share personal experiences, to 
develo·p ideas, and to . explore feelings. Obviously no-one 
woul .d willingly give up a style of learning - a composite of 
cognitive and · linguistic skill - which has worked so .well for 
so long. 
·- ·· 
THE RANGE OF LANGUAGE FUNCTION 
Language enables communication between individuals in such 
a way that a common social mind is formed through exchange of 
thoughts, feelings, and ideas through visible and invisible 
language structure. The communicative need is ever pres~nt in 
language learning. 
Communicative need has many possible contexts. M.A.K. 
Halliday in "Relevant Models of Language" states that the 
child learns in infancy that the function of language is to 
make meaning, that learning-to-talk is learning-how-to-mean. 
A child knows what language is by knowing what language 
does. 
In Ha 11 i day• s view 1 anguage has no value independent of 
its use. Instrumental language is language used to get things 
done. For the infant it is the 11 I want" function. Regulatory . 
language attempts to control the behaviour, feelings, or 
attitudes of others. It is the two-year-old's attempt to have 
a younger sibling or even parent "Do as_!_ say". Interactional 
language establishes the social status of self and others. It 
is the "me and you" function so often observable even before 
the infant's first adult-like utterance. Personal language 
expresses individuality and awareness of self. It says, "Here 
I am. 11 Heuristic language is investigative; it is language 
used to learn about things, language which is evident in the 
four-year-old 1 s perpetual "What are you doi ng? 11 and "Why?". 
I~aginative language is the language of creation which turns a 
blanket suspended over ·the end of a table into a ·tent on 
Buchan's plateau caribou expedition. It says "Let's 
pretend." It is often the means by which the child works out 
his deepest understandings of significant issues. 
Representational language informs, describes, and expresses. 
It says, "I've got something to tell you." 
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Children in the elementary school need to learn to control 
all these functions. The full range of language function is 
necessary in a language program concerned with the development 
of a fully communicating person. The teacher, through~ 
prepared language environment and many opportunities for 
dialogue extending over the whole range of language function, 
can assist elementary pupils to 
the world. To do this, the 
instructional methods that focus 
develop their conception of 
elementary teacher chooses 
on the functions of language 
and their roles in thinking, communicating, socializing, and 
exploring. 
(The Appendix for Chapter 1 begins on page 114.) 
CHAPTER TWO 
LANGUAGE AND THE SCHOOL 
THE PLACE OF LANGUAGE IN EDUCATION 
Learning to interpret and effectively express one's 
thoughts is a key aspect of growth. An inability to speak, 
write, read, and listen effectually can be a lifetime 
. . 
handicap. Educational failure in a general and deep sense is 
linguistic failure. Schools are language-saturated 
environments; it is through language that teaching and 
learning take place and it is most frequently through language 
that learning is evaluated. The elementary school has the 
--------:..-- - ----:--.-.-
resp on s i bi l i ty to provide all children with opportunities for 
--- - - -
natural and purposeful oral communication and to build 
- -- -
children's confidence in their own thoughts. Writing - a 
process of formula_t ing, expressing, and cultivating thoughts, 
- - -------- - -ideas, ~nd fe~_lin s - ·is an ability that the school has almost 
- -
cornplete responsibility to develop, and it requires attention 
- - -------
to o o o_r_t u n i ti es u r o s es , con f i d ~ n c e , and form. · 
The relationships between the language arts are numerous, 
diverse, intricate, and complex, but they have in common the 
element of language itself. Teachers are aware of the 
fundamental role that language plays in speaking, listening, 
writing, and reading. However, the nature of language and its 
crucial concepts and their role in the learning process are 
sometimes less well understood, or if understood, not given 
prominence in the busy, get-it-done school day. Educators 
must learn to view the language arts within the wider context 
of the nature and function of language. 
Language • l s 
learning process 
11 inner speech. 11 
directly related 
so intricately tied to all facets of the 
that thought · i ts el f may be con c e i v e d as 
The child's capac-ity for self-expression is 
to the development of thought or inner 
speech. All children need many, varied language experiences :/::--
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if they are to formulate, clarify, and ultimately express 
their thoughts through speaking and writing with assurance and 
.ability. Many children come to school with a solid background 
i n s p e a k i n g a n d l i s t e n i n g a n d e v e n w i t h s o ln e e x p o s u r e to 
print; others may not have had opportunities to hear and 
therefore produce the full range of language to any 
significant degree. Administrators and teachers need a 
critical understanding of the role talking plays in learning. 
- - ~--They need to realize that there must be lively _talk,_ much of 
-
it student-initiated, if lear_ning -is ~to --take place in 
elementary classrooms. Writing and reading cannot be 
-
effectively introduced or developed except from a basis in 
talking. Silent or teacher-dominated classrooms are not 
conducive to. the promotion of the kind of communication which 
facilitates language learning. 
How often, how well, and for what purposes children talk 
and write, listen and read, in every area of the curriculum, 
must concern all professional school personnel~ }f the latter 
consider the 1 anguage a r. ts_ to_ be a_ separate area of the 
-
curriculum having little.... relevance - to other curricuJ_um areas, 
t h e n th e y are fa i 1 i n g to re c o g n i z e th e n a t u re __ of l a n g u a g e an d 
the determining role it plays in how children learn. It is 
only by considering the nature and function of language in all 
its manifestations throughout the curriculum that effective 
teaching and learning will result. The child is at the center 
of the learning process. She will learn more easily and 
effectively when new knowledge is incorporated into previously 
existing patterns of learning. 
The pivotal function of language in the educational process 
prompts key questions that administrators and teachers inust 
, . 
-. -
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answer if they are to help children develop competence and 
ease in written and spoken communication~ Administrators 
and teachers must know what language is, . what it does, and how 
it is .learned by children. It is from this understanding of 
language functi.on and the nature of language · learning that a 
school's en ti re program of instruction gains focus and 
·direction. The school administrator is the key to the 
development of a whole school policy of language; the 
examination of present school language policy and its 
adaptation to effective methods . of language learning is 
required of her.· 
THE ROLE OF THE SCHOOL 
How can schools learn from the way children eagerly and 
. effortlessly acquire language from birth ·to school entrance? 
How can schools present language in such a way that children 
will continue to love it, will desire to learn it, and want to 
use and produce it? How can the elementary school translate 
·t h e L a n g u a g e Ar t s C u r r i c u l um i n to a s p e c i f i c p l a n th a t 
involves children so that language behaviour is enhanced and 
positive personal and social attitudes developed? 
How can schools be made to realize that thinking and 
solving are the primary motives behind all language 
processes? Specifically, how can the production of writing 
become an intrinsically satisfying and rewarding learning 
experience? 
Ultimately; and in the only real sense, the answers to 
these questions must lie in the teacher's and administrator's 
and coordinator's knowledge and understanding of: 
1. the nature of language 
2. child growth and development in relation to language. 
Of equal necessity is the teacher's ability to translate these 
into the construction of effective learning enviror:iments and 
the use of effective language learning procedures. What 
teachers prize, they do; what teachers value, they teach. 
Since each of the factors that are important in acquiring 
1 a n g u a g e i n th e p re - s c h o o 1 ye a r s co n t i n u e s to ·be i m p o rt a n t as 
the child's skill matures, it is essential that teachers prize 
and value all of them. Children continue to need an 
environment that sparks ideas and talk. They · need models, 
encouragement, and instruction suited and . paced to their 
natural language learning abilities. 
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In these two background chapters of Language Growth: A 
....._ 
Guide for Writing Instruction in the Elementary SchQol, 
h a v e d i s· c u s s e d th e n a t u re o f . 1 a n g u a g e an d th e n a tu re 
language learning. · The goals of writing instruction in 
elementary school can be stated as follows: 
1. to help children increase their power over 
language processes as they use and produce 
language, thereby providing them with the 
keys to the knowledge, experiences, and 
pleasure that the control of language makes 
possible 
2. to help develop in the indi_vidual an 
understanding of self and others and an 
appreciation of the crucial role of clarity 
of language · to that understanding 
3. to help develop in the individual the 
realization that .it is through recorded 
language and by recording language that 
·-we participate in the meaningful inter-
pretation of human experience, past and 
present. · · 
we · 
of ~, 
the 
Accepted purposes resolve themselves into practice. These 
broad comprehensi~e purposes will become increasingly 
meaningful as they are translated into instructional . practi ·ces 
in written compostion . in · the elementary school in later 
chapters. 
.· 
LANGUAGE AND INSTRUCTION 
C er ta i n co n c e p ts u n de .r l i e an u n de r s ta n d i n g of the n a tu re 
of language, its structure, and use. The.s·e concepts begin to 
clarify required instructional procedures, indicate necessary 
classroom activity, and communicate fundamental concepts about 
children and language and learning. 
Important Language Concepts 
Language symbolizes the child's 
thoughts, desires, and beliefs. 
It is a clue to the pupil's 
self-image and social attitudes. 
Ability and growth in language 
are closely related to person-
al growth and the development 
of basic human understandings. 
Written language is speech 
organized into a system of 
visual symbols. The child 
learns to use language symbols 
in speaking and writing, 
listening and reading. 
Instructional Implications 
rhe Engl .ish Language 
program stresses the 
establishment of a ·warm and 
friendly climate which 
encourages every child to 
pqrticipate in oral and 
written activities. It 
promotes the contribution 
of ·each pupi 1. 
Instruction in Englis _h 
Language at any school 
level begins with 
activities in oral 
communication. Children 
need an environment that 
encourages them to 
experiment with new and 
different ways of 
expressing their thoughts, 
offers them a variety of 
opportunities to talk with 
individuals in l.arge and 
small groups, and provides 
them with motivation that 
develops interest and 
e n t h u s i a s rn f o r l e a r n i n g 
through meaningful ways of 
talking and writing, 
listening and· reading. 
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Important Language Concepts 
Language is an instrument of 
thought ~ usi~g language 
assists cognitive development. 
Language is primarily a medium 
for the development and 
· exchange. of ideas. It 
manife~ts perception of one's 
though.ts and experiences. 
Language is an instrument of 
social power. It influences 
beliefs, attitudes, and 
behavior. It may even be 
used to control and manipulate 
thought. 
Instructional Implications 
English Language activities 
are used to help pupils 
become aware of their 
world, see relationships, 
. make classifications, draw 
inferences, hazard 
guesses, predict outcomes, 
formulate conclusions, and 
make generalizations. 
Thinking underlies 
development in all 
curriculum areas. Thinking 
is made manifest in 
language. 
English Language instruction 
is provided in conjunction 
with meaningful social 
experiences whenever 
possible. Encouraging 
interaction between the 
individual and others, it 
stresses purposes of 
communication, organization 
of ideas, and sensitivity to 
the audience. 
The child is taught the 
importance of social 
responsibility and personal 
integrity in the use of 
language. When the teacher 
is . alert to the values and 
attitudes expressed or 
implied by the words the 
pupil· uses, ··she can help the 
child develop skill in 
detecting bias and 
propaganda in his oral and 
written language and in that 
of others. 
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Important Language Concepts 
Language reflects the social 
environment · in which the child 
lives. It operates on many 
linguistic and cultural levels 
and is subject to numerous 
dialectal influences. 
Language in its written form 
is the record of peoples' 
thoughts throughout the ages. 
It introduces children to 
their heritage and leads to 
an appreciation of the rich 
beauty of language as a 
medium of communication. 
Instructional Implications 
English language 
instruction is adapted to 
the personal, social, and 
communication needs of the 
pupils. It takes into 
account regional and 
community influences on 
speech, · vocabulary, and 
usage. The effective 
school language program 
accepts diversity of 
language and guides children 
in coping with it. 
The English program . 
provides pupils with 
experiences in the reading 
and writing of prose and 
poetry through which they 
.ca n g r o w i n u n de r s ta n d i n g 
of human problems and 
behavior and in the 
development of personal · 
values. 
(The Appendix for Chapter 2 begins on page 119) 
CHAPTER THREE . 
THE COMMUNICATIVE APPROACH TO WRITING INSTRUCTION 
· THE STRUCTURE ·oF LANGUAGE AND LANGUAGE KNOWLEDGE: 
KNOWING HOW VERSUS KNOWING ABOUT 
At· the elementary level, language growth is accomplished 
in terms of what children say and write. It cannot be 
accomplished by placing emphasis · on grammatical terminology 
and analysis. Educators -must realize the difference between 
knowing a language and . knowing about a language. These terms 
are not _interchangeable. When children in the elementary 
grades study grammar, they learn ... the rules"; learning "the 
rules 11 , how·ever, does not tran~late into improvement in the 
ability to use language. We can no longer permit our school 
language programs to founder on the false premise that 
knowledge about language automatically ensures improved, more 
effect i v e 1 an g u age use • Language ex i st s pr i mar i l y for the 
purpose of communication. Basically, communication requires 
an idea and an audience. The idea may be a simple one and the 
audience may consist only of the self. More sophisticated 
communication for a wider audience requires a more structured 
pattern - carefully chosen words suitably arranged in . a 
reasoned progression fr.om sentence to sentence, paragraph to 
paragraph. · . Therefore, l an g ua ge is ru·l e-governed. It 
.possesses structure. Ho·wever, this structure exists only · 
because it gives form to meaning. Without f~rm, meaning would 
not be readily formulated, clarified, and expressed ~nd/or 
-communicated. 
However, if too much attention is paid to structure in .. 
-itself - sounds, spelling, · handwriting, punctuation · - outside 
of the context of 1neaning and communication, then the latter 
are hindered ·. When a child says something and a teacher 
i. m.1n e d i a t e 1 y f i n d s fa u 1 t w i th th e st r u c tu re o f w h a t ha s bee n 
said, i.e., bad grammar, then the child will f9rget what she 
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had been trying to express and/or communicate. This approach 
leads children away from the main purpose of languag·e -
formulating and clarifying meaning .with the intent to expres·s 
and/or communi.cate thought. Structure considered separately . 
is a futile exercise. It is putting the cart before the 
horse. 
The elementary school student must care about what she has 
to say and feel at ease about saying it before she can be led 
to an interest in form. Enthusiasm for the spoken and written 
word in any shape ~ust be generated before attempting to 
impose what would seem to children to be ·restraints . in the 
form of proper diction and . grammar. Gradually, out of 
interest and with t.he teacher's encourage.inent, will grow the 
awareness that structure, far from limiting, actually expands 
and enhances expression and communica·tion. Our main advice to 
elementary students as they attempt a piece of prose or poetry 
cannot be: "Make sure you write in sentences and spell all 
the words correctly." Form must follow function. Meaning is 
all-important. 
Grammar - what a . senten~e consists of, how it is 
structured for clear communication, what signals are needed to 
express intende·d meaning - has its place in the elementary 
school. Teachers need to know how the structure of language 
war.ks in order to determine student levels of functioning 
within the context of· the sentence. Also, teachers need to 
know how language works as an expressive whole in order to 
determine how students are functioning beyond the context of 
the sentence. Such knowledge is the means by which a 
diagnosis of student strengths and weaknesses is 1nade. It 
must not, however, be made the subject matter of direct, 
sustained study for elementary students. 
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A·dministrators -and teachers who are aware of the 
difference between knowing a language and knowing about a 
language will make · sure that active, practical language 
programs are implemented, programs which will involve students 
in oral and written language production. There will be plenty 
of opportunity for children to learn directly about the 
structure of language after grade six. In the elementary 
school, the focus must ·be on meaning and function, not 
grammar. Elementary school chil .dren already intuitively .know 
much about language structure and they will learn more as they 
manipulat·e their own language .knowledge through speaking and 
writing, under the ·teacher's guidance, to produce a desired . 
effect upon a spec i f i c au di enc e • The grammar n e c es s a r y at 
this stage - ·communication requires l "ittle more than noun, 
verb, adverb, and adjective - will be introduced as ·a 
subordinate feature of the writing task at hand. - ~ach writing 
task will evaluate the students' implicit syntactic knowledge; 
not the extent of their knowledge of formal grammatical 
terminology. 
Grammar instruction . . per se, particularly in the elementary 
school, is no_t communicatively productive. We require a 
thinker's approach to language, not · a tailor's. Before the 
suit can be cut, the · thread of _thought must be spun and 
woven. 
MAIN FEATURES OF THE COMMUNICATIVE APPROACH 
A survey of curriculum and teaching · methodology • 1 n the 
elementary school indicates that two polar views held on 
writing instruction are still evident. One holds that 
children learn to write effectively through the completion of 
assigned topics. Importance is placed solely on the content 
of the child's writing. The other asserts that strict 
standards of correctness, coupled with instruction in formal 
grammar, are the keys to good writing. 
If one were limited to a choice between these approaches 
one would be forced to ·· recommend the first. Under this 
approach · writing is at least undertaken; students wr.ite and 
learn by writing. In the second approach only minimal writing 
is done and children learn to write minimally. 
Fortunately, one is not required to make such a limit·ed 
choice. Both of the above approaches are unbalanced; in both 
the emphasis is placed on the teaching product and scant 
attention is given to the writing process. No attention is 
given to the real requirements of comrnunication and 
, cooperative revision and editing as determined by audience. A 
communicative approach is needed. 
. . . 
A communicative approach to writing corrects this 
imbalance. A communicative approach succeeds where other 
approaches have faile·d because it unites creativity and 
appropriateness, includes the full range of language function 
and audience, echoes ora 1 1 anguage development, and provides 
relevant, timely teaching geared to communicative need. 
The communicative approach to writing has a number of 
central concepts. 
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It holds that proficiency in written composition grows from 
the active manipulation of language when processes are 
.. 
emphasized~ more than products. Students learn to write well 
when they have real purposes for writing, follow realistic 
procedures which mirror the activity of professional writers, 
and receive instructive ·feedback that ·meets their needs at the 
time of need. 
The communicative approach to writing emphasizes that there 
are different motives for writing, each demanding different 
treatment. The motives that prompt a writer are . varied: 
clarifying thought, recording information, conveying the 
results of accumulated knowledge, capturing a facet of 
experience, releasing a compelling idea, . informing, 
explaining, describing, entertaining, diverting, persuading, 
and arguing. Writing inspired by these motives will serve 
several different purposes that may be considered under three 
maJor categories:· expressive, transactional, and poetic. 
Expressive writing reveals the self to the self. It is 
writing done purely for the purpose of clarifying thought. It 
is an immediate vehicle · for thought, for sorting and 
expressing ideas. In this form of writing a search is 
undertaken and often the significance of what is written is 
not determined until later. In a very real sense the 
b e g i n n i n g o f a ·n y p a r t i c u l a r w r i t i n g e p i s o d e i s l ~ r g e l y 
. expressive - an attempt to find a way into the subject matter. 
T h i s i s a s tr u e f o r th e f i r s t s e n t e n c e s o f a n e w · ·pi e c e o f · 
writing as it is for the first . revised sentences of an · older 
p i e c e o f w r i t i n g • E x p r e s s i v e w r ·i t i n g i s · th e p u p i l w r i t i n g f o r 
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himself - any reading or listening audience 
writer on trust, for in expressive writing 
half-uttered and attitudes half-expressed. 
must take 
thoughts may 
the 
be 
Transactional writing is used for informing, persuading, 
and scienti-fically explaining and describing. In this form of 
writing a position which has been adopted, an understanding 
which has been achieved, or a viewpoint which has been 
established is clearly and accurately delineated. 
Poetic writing is writing which is used as an art form. It 
is the literary shaping of experience. It is more for1nally 
patterned than expressive writing, and more imaginative than 
transactional writing. While poetic writing sometimes happens 
- is the fallout of expressive or transactional writing - more 
often than not it is the product of a di sci p 1 i ned effort to 
perceptively shape experience. Poetic writing occurs in a 
context where there is much input and free response. 
Elementary school children, responding to the world around 
them and to the inner private world of emotions, are exposed 
to the ebb and flow of ideas and attitudes fron1 which poetic 
writing arises. 
These motives and p~rposes for writing may be uniJied using 
· -~ . 
Halliday's contexts of language use. Representational..,. writing 
informs and describes. Heuristic writing investigates and 
explains. Instrumental and regulatory writing persuades and 
argues. Imaginative writing entertains. 
The communicative approach to writing holds that these 
motives and purposes for writing can only be developed and 
achieved by using a variety of forms. These forms include 
letters, essays, narratives, poems, plays, interviews, 
reports, diaries, Journals, and notes. 
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The communicative approach to writing instruction sees the 
writing process as having four distinct stages: pre-writing, 
writing, revising, and edit!ng. All writing requiresk · 
thinking, considering, talking, discussing., and developing. 
Although these activities will inevitably occur as the writing (~ 
progresses, it is crucial that adequate time be given to these \ 
1 
and other exploratory activities before the writing commences. ___ )
Writing for an audience other than the writer's self requires 
revision. The process of revision is a re-examination of the 
writing to determine that the author's intentions have b-ee·n 
.clearly met. Writing for a public or unknown audience 
r e q u i re s re v i s· i o n an d e d i t i n g • T h e p r o c e s s o f e d i t i n g i s a · 
re-examination of the writing to determine whether or not the 
expected conventions of written language ·have been heeded. 
The communicative approach maintains that teachers have a 
crucial role to play in helping students clarify their 
thoughts in writing, and in helping them acquire the ability 
to revise and edit. Teachers fulfill this role by adequately 
preparing students to write, by having students write daily, 
and by ensuring that students receive practical feedback on 
their wri ·ting both from their teacher and from their 
peers. 
This approach to writing instruction, based on 
communicative needs, views children learning to write as being ~ 
involved in a developmental process. This . process begins for 
many children before school entry. First recorded thoughts 
aie often expressed in the form of scribbles. Even very young 
children can 11 tell 11 what their scribbles mean. The task of 
the teacher in the primary school is to · get children writing 
f reel y i n a n at u r a 1 and · en j o ya b 1 e way • Thi s n at u r al n es s , 
confidence, and ease ·should continue into the elementary 
grades when children, because of the developed confidence they 
J 
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have in putting their thoughts in writing, will want to 
increase their competence in written composition. Confidence 
is an essential motivating force towards competence. 
S tu di ·e s of the de v e 1 o pm en ta 1 pro c e s s of w r i ti n g i -n d i c ate 
that the elementary grades · coincide with a growth in the 
complexity of sentence structures in children's writing. 
Whereas much writing in the primary grades i.s characterized by 
simple sentence structµres in which on.e piece of information 
is conveyed per sentence, much writing in the elementary 
school contains complex sentence types presenting several 
pieces of information between the opening capital and the 
closing punctuation. Primaries tend to write: 
I went for a walk. I saw a dog. He was my friend. 
Elementary students tend to want to write: 
When I went for a walk, I met a friendly dog. 
Given this developmental tendency, the elementary grades 
provide an ideal setting for helping students gain increasing 
control over increasingly complex sentence forms. 
The seven descriptive features of the communicative 
approach to writing instruction can be summarized as follows: 
1. Writing serves two general functions: to clarify 
thought and to transmit thought. In writing_, th~refore, 
students craeate meaning and communicate m~aning. 
2. Writing, like oral language, serves sever~l different 
purposes. It - informs, describes, investigates, 
explins, persuades, argues, and ·entertains. 
3. Writing occurs iri many different forms. These include 
l e t t e r s , e s s a y s , n a r r a t i v e s , ·µ o e m s , p 1 a y s , i n t e r v i e w s , 
reports, d-iaries, journals, and notes. 
4. The writing process has four .stages: pre-writing, 
writing, revising, and editing. Publishable writing 
goes through each stage. 
I 
I .. 
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5. Writers write for different audiences. Writin~ solely 
to _clarify thought is addresse·d to the writer s self. 
Other writing is addressed to a known audience and 
needs revision. Still other writing is addressed to an 
unknown audience and requires revision and editing. 
6. Writing is learned by writing, and by receiving 
controlled feedback on some writing performances. 
Children should write daily. They should receive 
feedback as often as possible from their peers, and 
from their teacher. 
7. There are developmental stages in children's writing. 
The elementary grades coincide with growth in the 
complexity of sentence structures. They provide the 
ideal setting for aiding students in_ their progress 
from simple to elaborate sentences. 
This chapter has sketched the chief traits of a 
communicative approach to writing instruction - an approach 
which seeks to learn from the salient characteristics of 
natural language learning in a home environment. It now 
remains to operationalize that appro .ach in order that it can 
be carried through the classroom door in a clear and 
identifiable manner. 
What does the communicative approach to writing instruction 
.look like inside the classroom? 
(The Appendix for Chapter 3 begins on page 122.) 
CHAPTER FOUR 
CHILDREN WRITE AND THEIR WRITING BECOMES T-HEIR TEXTBO.OK 
A MEANING-CENTERED WRITING CURRICULUM 
Instruction and evaluation procedure·s for writing in the 
ele,nentary school should place the creation and expression of 
meaning at the centre. 
In a meaning-centered writing curriculum, classroom 
activity and learning would exhibit adherence to certain ba.sic 
p r i n c i p l e s • Th e re w o u 1 d be n a· s u b s t i tu t e f o r a c tu a 1 w r i t i n g 
in the program. . Writing would occur frequently and for a 
variety of purposes; - it would be aimed at a variety of 
audiences; over time it would · exhib·it a variety of forms. 
There ·would be. no substitute for meaningful controlled 
feedback on the pupils' writing. Writing woul .d be a part of 
ongoing learning; it would not be viewed as a subject but as 
a process intimat~ to all learniny. Writing would be ·seen as 
l~nguage . , and it would be understood that language is learned 
on a pragmatic basis. Speakers and writers learn language in 
order to communicate ·effectively. Teachers would realize that 
no-one produces, or is w~lling to produce, thoughtful language 
.. 
for the sole ·purpose of having that · language corrected. 
Such a writing curriculum would eliminate from writing 
classrooms certain activities which are all too exclusively 
present at this ti1ne • . A meaning-centered writing curriculum 
w o u l d n o t c o n ta i n u n re 1 a t e d ex e r c i s e s on th e my r i a d 
conventions by which the surface features of written language 
are constrained. It would eliminate from the program 
worksheets, drills, grammar lessons, lessons in graphic 
convention~, and the overpowering red pencil.· Ch.ildren would 
no longer spend · hours correcting _ -.and/or completing some 
mythical adult's sentences or paragraphs ·which have no 
communicative intent, no context or meaning, and which have 
been made deliberately replete with errors. All this would be 
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replaced: students would write and their writing -would become 
their textook. Student writing in every curriculum area would 
be given a meaningful response and some of it published. 
Writing would be given a clear definition and no longer 
confused w i th f i 11 i n g bl an ks or applying gr a 1nm at i cal 
terminology to given sentences. Writing would be seen as the 
individual creating his own particular meaning from an 
experience and developing that meaning on the page. Writing 
would be viewed as a process by which ideas are conceived, 
incubated, produced, and refined. Evaluation would be viewed 
as a means to enhance students' learning through writing, and 
to record milestones in their progress. 
THE WRITING TO BE DONE 
Just as children in natural language learning environments 
are immersed in talk so children in writing environments ·_ .are 
immersed in writi-ng. If we· are to teach children .to write, 
writing must be done! The writing that i .s done must 
eventually exhibit the full range of language use and the full 
range of writing form. 
In each year of their elementary education students must 
write - to get things done, to attempt to control the feelings, 
attitudes and behaviour of others, to express their · 
individuality, to test knowledge, to create new worlds in 
story and poem, to communicate information · and ·express 
propositions, to .enJoy, and to perpetuate. Students ·. must 
w r i t e exp res s i v el y , tr a n sac ti on al 1 y , and poet i cal 1 y a c r o.s s 
the curriculum. Their writing for .each - year will include 
letters, essays, narratives, poems, play.s_, interviews, 
reports, 'diaries, journals, and notes. As elemen~ary . students 
experiment -with each form, teachers will notiGe that 
individual · writing styles are developing. Teachers · will not 
expect standards of performance that are th~ result of years 
of writing experience; rather, they will place an emphasis on 
e x p e r i 1n e n ta ti o n a n d de v e 1 o pm en t • T hey w i 1 l a 1 so u n de r .s ta n d 
that each child will ·not ach~eve · equally · we1·1 across all . 
purposes and forms of writing ·. Poets in the real world are 
generally not also novelists. Not al .l pieces of writing begun 
in the real· world are finished. Students will be permitted 
similar freedoms. 
Getting it Done 
T h e r e a r e two ·c h i e f way s i n w h i c h a 1 l o f th i s w r i t i n g ca n 
be done. One way is through planning to have writing take· 
place at regular intervals in the .classroom. Another is to 
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remain sensitive to opportunities which arise from ongoing 
learning to have individual students or groups within the 
c l a s s . or the ·Who l e cl a s s w r i t e as a p u r pose and o cc a s i on 
occur. Both planning and sensitivity are necessary. 
Writing That is Planned: The Daily Journal 
Children must write daily. The simplest way to get writing 
done on a daily basis is through the daily journal entry. 
Each student must have his own journal. Many students find 
the black, hard-covered, thick exercise book an excellent 
choice for their journal. It has a certain solidity, a 
certain sense of permanence. Students enjoy looking back in 
their hard-cover journals and reading what they wrote last 
October. Other students may prefer an ordinary exercise book. 
Regardless of its cover or construction, however, the journal 
is the journal; it is never used for any other purpose. 
Students are given ten to fifteen minutes each day to make 
an entry in their journal. Journal entries are of various 
kinds and students should be made aware of all of the possible 
kinds. 
There are work entries. In these, students n1ay sun1mari ze 
the school work they have done today or yesterday or this 
week. There are reminder entries in which the students write 
of things they have to do • the future. There 1 n near are 
personal entries • which students write about event l n an or 
• • their lives. There complaint entries • experience 1 n are 1 n 
which students state why they do not like an idea or 
procedure. There are explanatory entries in which students 
look at their feelings about their· own or others' actions 
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or attitudes. There are seasonal entries in which students 
describe, comment, think about the leaves as they fall, 
snowflakes as they drift past the window, the grass as it 
turns green. There are historic entries in which students 
record their impressions of momentous events such as the first 
attendance at a school dance, an eleventh birthday, a parent's 
., 
praise of a report card. There are stuck entries in which 
students write about why they are unable to write on a 
particular occasion. There are teach_er-prompted entries, 
provided by an astute teacher who realizes the frustration of 
really having nothing to say. T.hese, however, · are very 
rare. 
Some Journal entries are mere reporting; others are 
life-significant; others contain th·e hidden gem of a poem. 
Each student completes a journal entry every day. Journal 
e n t r i e s a r e a· 1 way s re a d by a t e a c h e r at th e re q u e s t of th e 
author. All journals are occasional .ly read by teachers. 
So1netimes a teacher may respond in writing to a journal en.try, 
particularly if asked by the author. 
Journal entries are never "corrected". Journal entries are 
not · w r i ti n g i n w hi ch at tent i on i s part i cu 1 a r l y g i v en to 
surface features. If a student does not know how to spell a· 
n e e de d word she ·p u ts i t down as be s t she can • The j o u r n a 1 
entry is the counterpart of the talk that a young child 
pri,tately engages in as she draws a picture (some journal 
entries may be accompanied by il 1 ustration), as she speaks 
without talking to anyone in particular. 
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T he re· d p e n mu s t n o t i n t r u de • N o e v a 1 u a t i o n sh o u l d ta k e 
place here. This writing is expressive in the purest sense. 
It is the writer thinking and recording for himself. Any 
comments made on journa·l entries are made to address the 
• of the entry, and directed to the who meaning are person 
stands behind the words. Comments are only occasionally 
made. 
Many teachers have found it useful to distribute the 
journals at the beginning of the ten-minute Journal writing 
session and to collect them again at the end.· Others prefer 
to have · their students keep their Journals close at hand so 
that they can make entries at any time in addition to the 
scheduled time. Journal entries must be dated. 
The journal entry serve·s a variety of purposes. It gives 
students the opportunity to write without restrictions. The 
writing is not for publication so the reins of experimentation 
can be given a free hand. There is no evaluation, implicit or 
otherwise, to inhibit student expression. Journal . entries 
often provide teachers with insights into the personal lives 
of their students, insights perhaps otherwise unobtainable. 
Sometimes particular journal entries may advise teachers on 
how a procedure 1nay be more effectively implemented in the 
classroom, or indicate some misunderstanding of an important 
idea, attitude, or action. 
Periodically, Journal entries will include a phrase or 
sentence or idea that could be developed into a poetic 
statement. Where these occur the student should be given an 
opportunity t ·o put these words into a controlled, developed 
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form. In this case, the writing leaves the domain of the 
expressive and is subject to the pro·cesses of revision and 
editing since it will have a wide readership. 
Some samples of journal entries with commentary follow. The 
commentary indicates the types of entry represented, 
i 11 ustrates the context from which each arose, and, where 
valid, indicates the kind of teacher responses each wase 
given. Each of the entries belongs to a different child; 
various grade levels are represented. 
Sample .Journal Entry #1 
18th March Wed. 
Frist we had redstir and then we had gym, well all the 
rest did I had something rong in my ear so not go then we 
got to do our wo·rk. I had to do my story. then we went 
dinner and I play my friend and. then we had to do our work 
which is mats and then all talked about things and then 
went home ·on bus. 
Commentary: 
This is a work entry. The student has summarized his . day's 
activity. The teacher made no response since none was 
required or asked for. 
Sample Journal Entry #2: 
June 3, Tuesday 
Yesterday we had to bring our lunch to sch~ol I brot 
mine. But I put it on the seat on the bus and Fred sit on 
it. When .I go to eat my peanut butter sandwich it was all 
smashed together • . Yuck!!!! 
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Commentary: 
This entry is probably · a complaint. It is certainly 
lively. Perhaps there is a moral here. The author asked 
his teacher to read this entry and she respond~d by 
w r i t i n g , 11 I b e t i t w a s y u c k y • T h e r e ' s n o t h i n g w o r s e th a. n . a 
sat-on peanut-butter sandwich. How do you suppose the 
sandwich felt?" 
Sample Journal Entry #3: 
October 20, Tuesday 
Last year I was short. It was ok in grade III. But 
this year they say to me SHORTEE. I wants to hurt them. I 
cover up by reading my books. 
My granma is little like me and they think she might · 
brake. 
Commentary: 
This is the type of entry that provides a teacher with an 
insight into the personal life of a student. After having 
read such an entry, a teacher would be rnore sensitive to this 
child's classroom existence and would want to find private 
time to talk and share. 
Sample Journal Entry #4: 
Nov. 13 
Yesterday I watched the wind tear up the leaves, and 
then whizz threw the trees looking for more. 
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Commentary: 
This is the type of entry. that contains the gem .of a poetic 
statement. After reading this entry the author's teacher 
gave her the opportunity to re-wr.ite and expand ~n the 
·power of the words. He told her, "I like what you have 
written here. I like the way you say that the wind whizzed 
through the trees looking for more leaves. Perhaps you 
could write some more on this and tell us how the wind did 
what it did, and how the tree felt, or how you felt when 
you watched it. 11 The child accepted the challenge and was 
g i v en ti rn e to comp l et e i t . The fol l ow i n g pi e c e of w r i ti n g 
was developed, revised, edited, and published on the class 
bulletin board. 
. 
Yesterday I watched the w1 nd tear up the ·1 eaves and 
whizz through the trees looking for more. 
The author explained that she just could not write it 
any better. This was the best that could be done. Nothing 
c o u 1 d b e a d de d • · T h e t e a c h e r a c c e P. t e d · th e au t h o r 1 s 
wisdom. 
Sample ,Journal Entry No. 5: 
Nov. 20, Fri day 
MY. father j umped up from hi s ch a i r when I gave hi m my 
report card. He is proud of me. Good marks he said. 
I like my father. I remember Halloween. My father 
brought home the biggest bag of .stuff I've ever seen 
because I was sick. He played snakes with me 4 times! 
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Commentary: 
A significant event has been recorded 
has been placed in the context of a real 
teacher made no comment here. She simply 
for posterity. 
relationship. 
mentally noted 
It 
The 
the 
positive support this child is receiving at home. She also 
noted that the child acknowledges the support. (Incidentally, 
the child also displays a good knowledge of 
paragraphing.) 
Journal entries are to be completed each day. They are 
read .occasionally by the teacher or when specifically 
requested by the author. They are never corrected. Responses 
are made exclusively to the intended meaning of the 
writer. 
Writing That Is Planned: Weekly Writing For Publication 
Elementary school students write once every week for an 
audience larger than themselves and their teacher. The plan 
for each week must involve writing in which children are 
encouraged to create meaning and sift experience with the 
knowledge that their writing will be read by others. 
Writing done on this weekly basis will go through the whole 
process of pre-writing, writing, revising, and editing. It 
will occupy three sessions per week, structured by the 
preceding steps. Some writing may be completed at home. One 
of the main intentions of weekly publishable writing is to 
convince the student that good publishable writing pays 
adequate attention to the graphic conventions of writing, and 
that such attention is given through the vehicle of a second 
draft. 
In weekly publishable writing, a clear distinction is made 
between composing, revising, and editing. Composing is the 
process of generating, formulating, and writing down ideas. 
- ~ 
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Revising is the process whereby the · writer determines whether 
or not he has fulfilled his intentions. · Editing focuses on 
the surface features of the written work: spelling, 
punctuation, etc. These procedures are followed by 
professional writers. 
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The teaching-learning structure for the completion of 
pub 1 i sh ab 1 e w r i ti n g can be di a gr a n1tn e d as fol 1 ow s : 
The Writing Process 
(1) Experience 
,1,. 
(2) Pre-Writing Preparation 
\~ 
(3) Draft Writing 
~ 
/ 
. ( 4) Revising 
/ 
·---"' 
·- -.... 
J, 
( 5 ) Editing 
·' 
./ 
~ 
( 6) Re-W~iting 
\~ 
(7) Publishing 
~ 
·(8) Response 
Steps 1 and 2 constitute the pre-writing phase. Steps 3 
-through 6 constitute the production and polishing phase. 
Steps 7 and 8 give meaning to th·e whole. 
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The experience sele·cted for wrtiting can come from any 
suitable source. · It may be deliberately created in ·order that 
it be written about. This will be necessary on occasion • . 
• However, experiences drawn from ongoing classroom activity in 
some subject area are really more profitable. Students have. 
alraeady benefited from thinking and talking about them. 
Experiences created for writin.g may · be less involving or 
perceived as artificial, although they .do have the benefit of 
novelty. 
Pre-writing preparation consists of preparing students to 
write about an experience. This is usually done · ~hrough 
d i s c u s s i on e i the r by the who l e cl a s s or i n s ma l 1 group s· • 3 
Small group discussions can work extremely well because they 
demand maxi1nu·m involvement. The focus i.s. on the generation of 
words, ideas, and concepts related to th·e experience. 
Discussions · may be designed to generate possible titles for 
the work, to suggest good words to use, to suggest names for 
·characters if the writing is narrative, to begin to ·develop 
plot, to suggest what could be · said f·irst and what should 
fol low. The primary intent of the preparation phase is to 
have the ·students think and talk about the subject. It is 
through such thin.king and talkfng that students find a way 
into the suqj ect matter of their writing. Some · students may . 
need longer pre-writing preparation than others. A few 
students may need very specific preparation for certain kinds 
of writing. Thi ·s specific preparation may be as detailed as 
co-operatively producing an overall plan (not · to be confused 
with definitive outlines) for the writing. · Even here, though, 
these few students will need the freedom to change the plan as 
they write. Writing is a process of discovery. 
,. 
,. 
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In the draft-writing phase students put pencils to paper 
and produce a first version of their writing. Teacher 
activity during this phase is very important. During the 
draft-writing phase student attention must be on . meaning, on 
the development of his intentions as he writes. He is 
composing; we must not detract his attention to editing. 
Editing is a later stage. During the draft-writing phase the 
teacher helps those who have difficulty getting started and 
.1 e a n s o v e ·r th e s h o u l d e r o f th o s e w h o a r e w r i t i n g · th e i r i de a s 
out. The key device is the short, individual conference. 
The individual conference . at the child's d'esk begins wit·h 
the child reading aloud to the ·teacher from his draft 
manuscript. Th~ child reads aloud to the teacher rather than 
the teacher reading silently because this forces the child 
to re - process hi s · . w r i ti n g • Thi s re - pro c es ·s i n g as the w r i ti n g 
grows is an activity participated in by all good writers. The 
teacher compliments the child on some specific _ aspect of the 
writing (not a surface feature) and brings the child's 
. . 
attention to any single aspect of the writing where meaning 
may be uncl ea.r. Lack of clarity may stem from an 
overcompression of ideas, an · omission of a step in a 
procedural description, an inconsistent use of names, a · jump 
·;n narrative time, or a number of other sources. The 
c on f e re n c e .sh o u l d no t o cc up y more th an two or th re e mi nu t e s . 
The teacher then moves to another student and the process is 
repeated. 
It may not be possible to talk with and help all . students 
during any one draft-writing session. Observant teachers will 
know which students need conference tirne and which students 
more often than not simply need a few seconds of 
confidence-building and praise. 
.._ .. ____ _ 
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/\ 
<'During a teacher-pupil conference, the teacher al so has a 
subsidi ·ary purpose. She is noting the more common surface 
feature difficulties the students have. From her mental list 
of high frequency words mispelled, inappropriate verb usage, 
. . 
misapplied punctuation, and poor sentence structures she will 
select two or three items on which to provide a special kind 
of instruction later in the writing process. The selection is 
based on how often these surface feature difficulties occur · 
and on their relative importance to the unit that is underway. 
All draft writing should begin in class. As far as 
possible draft writing should be completed in class. 
Occasionally, · and for longer pieces of writing, first drafts 
may need to be completed at home. If drafts are substantially 
completed at home it will be necessary for the teacher to 
collect and skim-read them in order to determine which surface 
features require instruction. 
Revising consists of the student re-reading his fi_rst draft 
in order to determine that he has written all that he intended 
to write in the order and manner that he intended. In a very 
real sense students - are taught revision skills as they read 
portions of their first drafts to the teacher. During their 
brief conference, the teacher is directing them to any meaning 
loss or confusion which is present in the writing. 
Observant teachers will know which students have greatest 
difficulty in recognizing meaning loss in their writing. For 
these students and occasionally for all it will _be necessary 
to examine pieces of writing for meaning confusion. This can 
be sensitively done using pieces of student writing which are 
read by the class or yroup, discussed in terms of meaning, and 
co-operatively rewritten. 
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Editing needs to be carefully defined. In professional 
writing an edited copy is supposed to be a perfect, flawless 
copy. Elementary school students are not professional 
writers, and even professional writers have ready access to 
professional editors who improve their spelling, punctuation, 
verb agreements, and so on. Editing in the elementary school 
means moving from a first draft to an improved second draft. 
In particular the surface feature improvements will be those 
which the teacher selects for instruction because of their 
common misoccurance in the writing and their relative 
importance to the writing. The teacher will expect students 
to improve the appearance of their writing as they produce 
second drafts, and minimally to correct those two or three 
surface feature difficulties that have been noted in this 
particular writing, and the accumulated difficulties which 
have been noted over several writings during the course of 
several weeks. 
Editing, then, brings the students• attention to 
transcribing. Transcribing is paying attention to the surface 
features of language, paying attention to the conventions of 
print. Transcribi-ng, or editing, is a late step in the 
writing process si nee we know front observations of chi 1 dren 
learning language naturally that first attention must be 
given to meaning. We know that if a child 1 s focal attention 
is drawn to the surface features of his speaking or writing at 
the moment of that production then only his subsidiary 
attention can be given to the semantic, intentional cement 
which holds his surface structure knowledge together. The 
number of surface featuares discussed in any one writing 
episode must be limited because grammar control • lS a 
developmental process achieved by successive approxirnation to 
a standard 
communication. 
of reactions in 
't'.>""" . ·· -·- · 
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while producing intentional, meaningful 
Teachers 1nust give the student the same kind 
the same kind of order that adults give to the 
i n fan t' s request for 11 wad d a 11 • 
After the surface feature anomalies have been selected 
their appropriate form must be taught. · The most effective 
teaching procedure is a pragmatic one. All speakers are 
unconsciously obedient to pragmati.sm in spoken langu~ge. We 
all vary our tone, vocabulary, and syntax in terms of the 
audience we are addressing. Six-year-olds simplify their 
sentence structure when talki·ng to three-year-olds. 
A pragmatics approach will work in the clas~room. 
In order to teach a particular writing convention there is 
one required condition and four procedural steps. The 
convention must be one which .the students recognize as being 
needed by them in order to be able to turn their first drafts 
into publishable second drafts. First, the teacher must show 
the class the misuse of the convention that is in their 
writing. The teacher must then show the conventional form or 
usage. Thirdly, the students 1nust practice that convention 
both orally and in writing. Finally, there must be some means 
by which both students and the teacher record that the 
convention has been taught. Pupil-produced dictionaries of 
conventions and teacher records are nee.ded. 
The students .have written, revised for meaning, consulted 
with their teacher and received some editing instruction. 
They now carefully transcribe their publishable copy, paying 
careful attention to those editing conventions which have been 
taught. Depending on the length of the piece of writing, 
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transcribing should be completed in class. This affords the 
teacher further opportunities to confer with students; the 
focus is on editing and transcribing with some attention to 
composing if necessary. 
In order to obtain a response the writing must be 
published. Publishing can take place in the classroom on the 
bulletin board, or as the students read their writing aloud. 
Publishing can take place in the corridor on the walls. 
Publishing can take place in the production of a class book 
and its addition to the classroom-library, and, perhaps later, 
its being catalogued and added to the school library. 
Publishing can take place in a class or · school newspaper, but 
there must be publishing. 
Publishing makes the process of revision and editing 
meaningful. The reason writing moves from the expressive to 
the transactional or poetic is that it is to be widely read. 
Being read is the main response a writer desires. A school 
that is becoming an effective environment for teaching writing 
is easy to identify; as one walks down the corridor the walls 
wave. They are regularly and frequently covered with pages of 
new wri ·ting. 
Planned Writing: Facilitating The Process 
Just as the student needs a particular book 
journal, and as al 1 journal entries are dated, so 
needs to maintain all his published writing. 
ea s i l y done . 
to be his 
the student 
This can be 
All published material should be dated. First drafts can 
be completed in an exercise book used only for that purpose. 
.·. 
.. 
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It • probably most satisfactory to keep the published ls 
second draft • loose-leaf binder, and to complete these l n a 
drafts on holed paper. In this way the writing can be 
p~blished and res to red to the binder. 
When conventions are taught they should be recorded by the 
teacher and the stu,dent. Each student should have his own 
dictionary of conventions in which he writes appropriate 
examples of the conventions. · These indivi.dually produced 
dictionaries of conventions might be ·organized in a variety of 
ways. Schools should select the organization pattern they 
want and then require ·all · students to follow it. Some 
tea c he rs ha v e found .; -t use f u l to ha v e one sect i on of the 
student's dictionary of conventions organized alphabetically. 
The students enter problem words in this section with an 
illustrative sentence. Another section is named 
11 Punctuat·ion 11 • . Here the student writes a sentence to record 
t h e p u n c tu a t i o n co n v e n t i o n he h a s 1 e a r n e-d • An o t h e r sec t i o n 
is named 11 Capitalization 11 • Here t _he student records · sample 
sentences and so on, to illustrate the capitalization 
conventions he has learned. Dictionari .es of conventions must 
be on hand as the students edit. They must be encouraged to 
check their dictionaries when uncertain about a convention. 
They are required to keep their dictionaries up to date as new 
editi .ng conventions are taught. 
The teacher should maintain a record of conv·enti ons tau.ght (r 
to the class. This is best done by wall-charting each 
convention as it is taught, using the same headings as those 1 
in the individual students' dictionaries of conventions. For 
evaluation purposes, teachers should also maintain a dated 
record of conventions taught. 
-51-
Planned Writing: Editing Re-Examined 
The writing process has four crucial stages. Pre-wri t ·i ny 
sets the students' thoughts rolling. Writing gets the meaning 
on paper. Revising checks that the ·meaning is as intended. 
Editing examines the surface structures. It is this last 
step that often causes teachers and students difficulty. -
Editing · in the elementary school has already been defined. 
It is the process of moving from a first draft to an improved 
copy paying particular attention to recently taught 
conventions and previously taught conventions as they are 
applicable to the present writing episode. Teachers do not 
demand a perfect copy; they do demand a copy incorporating the 
conventions taught. Teachers are aware that as students 
differ in their ability to compose, so they will vary in their 
ability to edit. Ed.iting is a developmental skill. It is 
difficult to acquire. 
One of the most difficult initial tasks in teaching 
elementary school students to edit is_ to have them see --w-n-a-t 
--- - - -----~-
they _ _!!_~ v e a c tu a l l y w r i t ten . Th i s i s al so a diff.i. c u l t--ta s k- fo . r 
----- .. _.._~-.. ,- . ·--·-----·-··--·--·- __ .. ....- -·-·-·-· ··-· -·---~ 
adults. To illustrate the basic difficulty of actually seeing 
-
what one has writt.en, read the following paragraph. Read it 
once. It contains a number of misused conventions. Having 
read it once, note the errors you have discovered and then go 
back and reread the paragraph again. 
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· THE BOAT IN THE BASEMENT 
A WOMAN WAS MAKING A BOAT 
IN HER BASEMENT. WHEN THE 
THE BOOT WAS FINISHED SHE COULDN'T 
GET IT THOUGH THE DOOR. HE HAD 
TO TAKE IT A PART. PERHAPS 
SHE SHOULD OF PLANNED AHEAD.5 
The paragraph contains six errors. Most readers find only 
five. You probably have not yet noticed that the word 11 the 11 
-: 
is repeated in the second and third lines. One of the initial 
difficulties in learning to edit is seeing what one has 
written. Rea di ny in all normal circumstances is not an exact 
process; it cannot be an exact process if comprehension is to 
take place. The brain simply does not have time to operate at 
the word or letter level. 
H ow c a n we t e a c h c h i l d re n to e d i t ? E d i t i n g i s ·. re a d i n g i n ·a 
special way. 
First we must teach children the conventions we wish them r 
~ ~ apply to the completed first draft of their writing. We l 
must confine our teaching of conventions to two or three per 
writing. Conventions are acquired developmentally, not all at 
once. Conventions are acquired pragmatically; they are 
acquired because they are about to be used by the students as 
they edit the ·first draft of their own writing. If a ·. 
convention's usefulness is not realized it wfll be ignored. 
Because some conventions are less obviously communicatively 
useful than ~thers they will require re-·teaching. 
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Next we must teach them to read their writing • 1 n a 
particular way so that their focal attention is drawn to the 
surface features of what they have already processed and 
revised for meaning. How do we do this? 
We teach students. that in order to edit a piece of writing 
it must be read three times for three different purposes, must 
be corrected in the necessary places during each reading, and 
\ then carefully copied into Publishable Writing Binders. For 
some students the reading may need to be oral. What are the 
purposes of each reading? 
The purpose of the first reading is to check for sentences. 
The student reads his first sentence and checks that it 
begins, continues, and ends appropriately. Then his second 
\ sentence is read and so on. Students who have difficulty 
I determining sentence boundaries will need to complete this 
first reading-to-edit in pairs in . which one student can aid 
the other. Some students will need direct teacher help. 
A g a i n , th e ·two - m i n u t e co n f e r e n c e i s re q u i r e d • R ea d i n g al o u d 
may · be necessary for some students. 
The purpose of the second reading is to check for 
vocabulary. The student re-reads, examining each word to make 
certain that it is the appropriate word to use and the best 
word that can be used. Again, some conferring with 
.individuals may be necessary. If the teacher has presented 
• I 
. 
certain word conventions during the editing-convention 
teaching phase she may want ·to bring students' attention to 
these conventions by saying "Now ren1eiTiber to check for 
II 
• • • • • • • • • 
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The purpose of the third reading is to check for spelling. 
\ The writing is examined at the letter level. Remembering that 
\ /editing is moving from a first draft to an improved draft and 
lknowing that students learn to spell by writing, teachers will 
I 
/ not expect all words to be accurately spelled. Neither will 
i 
1 teachers wish to limit their students written vocabularies to 
the words they know how to spell. 
Throuyhout the revising and edJting phases trade 
dictionaries (in addition to the students'own dictionaries of 
conventions) and basal readers will prove useful. A most 
sensible place to teach dictionary skills is during revising 
. and editing. Dictionaries will prove useful in finding 
another word, a better word, during th~ editing phase. Basal 
.j readers often illustrate a particular convention of 
\ punctuation, capitalization, or usage. Many students will say 
"The word I want here is the one I read in that story 
yesterday. Now where is it?" Readers, trade books, and 
dictionaries should be at hand. 
I t i s o f t e n u s e f u l to s h ow s t u de n t s a s a g r o u p th e e.d i t i n g 
process in action. This can be done using _a sample ·of a first 
draft on an overhead, duplicating sheet, or the blackboard.· 
. . 
It is particularly useful if the piece of writing to be group-
, edited is one of the teacher's own. The . group can read the 
l 
J j 
t piece in the manner required for editing. 
It is publication for wide readership which makes revising 
and editing necessary. There must be publ _ication - it is the 
required final step for the weekly writing that moves from 
~ experience to pre-writing preparation to draft writing to 
revising to editing ·to re-writing. 
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Planned Writing: Narrowing the Editing Focus 
Editing skill can be applied to a wide range of surface 
features from the total design of a piece of writing and the 
design of a paragraph (the rhetoric of writing) to the 
s tr u ct u re of sen ten c e s an d the f o rm of word s ( th e yr a rnm a r of 
writing). Editing skills in the elementary school should be 
applied mainly to surface feature difficulties and anomalies 
at the sentence and word level. 
The basic aim of the primary and elelnentary school writing 
program is to produce students who write thoughtfully and 
fluently. A subsidiary aim is that the writing be couched in 
reasonably well-formed and eventually complex sentences. 
Therefore, editing skill should focus on the development of 
sentence structures and the appropriate S·urface features 
including capitalization, end and intermediate punctuation, 
and other mechanics. 
Elementary school students will write complete pieces of 
discourse. They will write stories, plays, letters, essays, 
poems, narratives, interviews, reports, and notes. Such 
writing will inevitably include discussions of paragraphing, 
of beginnings, middles, and endings. Elementary students will 
deliberately, over three years, be taught to edit their 
written work so that their published writing contains 
sentences appropriately structured and formed containing 
appropriate vocabulary used according to relevant expected 
conventions.6 
Planned Writing: Editing and The Question of Dialect 
C h i l d r e n s p e a k th e l a n g u a g e o f t h e i r h o ro e a n d c o tn m u n i t y • 
While the language that they speak will have a rule structure 
virtually identical to that of standard Engl~sh, the rule 
structure may vary in certain specifics. 
--
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When students speak a dialect they often write according to 
its rules. Patience and a special approach are required when 
dealing with editing problems t~at are dialect-based. The 
school · must accept the responsibility for effectively showing 
students how to · move from the dialect to the standard 
forms. 
This movement from dialect to standard English is generally 
not undertaken by students who are told that their 
d i a l e c t i s w r o n g 1 a n g u a g e or 1 a zy . s p e e c h • Ne i the r i s i t 
undertaken by students who are informed that their dialect is 
uncommunicative. Students hear their own dialects used daily 
by important adults in their communities. They know that 
their dialect works. Since it works, and since it, in part, 
identifies their culture, it is sometimes difficult to 
convince them that dialect-based deviations from standard 
English are wrong. 
Dialect-based editing problems .in _ the elementary school may 
occur in a number of areas: agreement of subject and verb in 
number, ·the formation of past tenses, ·the formation . of 
pronouns, spelling. A number of students may write "they 
i s 11 , 11 we was 11 , 11 hi s s e 1 f 11 • They may be 1 i eve that 11 w i n 11 , 
11 wind 11 , 11 when 11 can be used synonymously. These variations from 
standard English point to areas of difference · between the rule 
system of standard English and the rule system of the · child's 
native speech. In some children's dialect the verb 11 is 11 ha.s 
been given both plural and single functions, just as "are" has 
b o t h p l u r a 1 a n d s i n g 1 e f u n_ c. t i o n s i n s t a n d a r d E n g l i s h ( Y 0 U A R E 
A GOOD READER: THEY ARE GOOD WRITERS). 
This Guide advocates that the child be taught standard 
usages using a bidialectal approach. The bidialectal approach 
begins by showing the child the difference . between what he is 
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writing and what the standard dialect requires him to write. 
Once the difference is realized by the child he should then be 
given the opportunity to learn when to use the dialect form 
and when to use .the standard English form. Dialect forms are 
appropriate in informal, home-like, peer-group settings; they 
are generally unacceptable in writing unless the author 
deliberately intends dialect speech for some purpose. 
Having noted the difference between the two items (verb 
use, pronoun use) the child should then role-play situations 
in which the non-standard form is appropriate and situations 
in which it is inappropriate. 
Dialect forms are most difficult to change. They are part 
of the child's implicit linguistic knowledge and are useful to 
him in most of his social interactions. They may occur often, 
and will require frequent reteaching using the bidialectal 
approach. 
Planned Writing: Variati.ons 
There must be daily, primarily unedited, journal writing. 
There must be weekly publishable writing. However, there may 
be variations in some aspects of the plan. 
When students undertake a major piece of writing of two, 
three, or more pages it will take longer than one cycle of 
three sessions of pre-writing, writing, revising and editing 
to complete this longer writing episode. Fairy tales for 
children and short stories are examples of this type of 
writing. Two cycles will be necessary. Students use the 
first set of three sessions to complete their pre-writing and 
begin writing, leaving revising and editing for the next week 
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(or the schedule may be re-arranged, making more writing time 
available in the · same week). Generally, however, writing 
tasks will be short eno1,1gh to be completed and published in 
one week of three sessions. 
On infrequent occasions teachers may say to children that 
they are to select their favourite journal entry and revise 
and edit it for publfcation. This procedure is particularly 
appropriate . around seasonal events such as Bonfire Night, 
Thanksgiving, Christmas Vacation, and so on, when journals are 
bound to be · full of particular kin·ds of i .ntense, involving 
writing. However, this shou1d not be done so regularly that 
the necessary expressive, meaning-oriented, unedited character 
of the journals is endangered. Students are not to feel that 
the journal writing is· eventually to become public. 
Sometimes some students may not be able to continue with a 
writing · they have begun. Professional writers o.ften find the 
wastebasket to be a useful tool. On occasion, children will 
as well. Some students, so·metimes, may. not be able to write 
. . 
in the classroo1n. - They may need more thinking time or more 
talk time. Even professional writers run into writing blocks. 
Teachers need to be sensitive to these problems. While 
deadlines are to be established for the completion of each 
writing episode, ·it may .be necessary to encourage some 
children to sit and think and confer while others write. It . 
. . . 
may be necessary to allow one or two children to begin again 
as others finish. Writing cannot be done on demand. 
Sufficient attention and time given to the pre-writing phase 
usually reduces these problems to a minimum. 
,. 
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Planned Writing: Evaluation 
The evaluation of writing has two general purposes. It 
serves as a means for the teacher to determine what needs to 
be taught to the class and to individuals within the class. 
· This is evaluation's diagnostic purpose. It is of the highest 
importance. In writing it occurs during the revising and 
editing ph_ases. 
Evaluation also serves to record and report progress. 
This is evaluation 1 s summative purpose. Schools are required 
to monitor chidren 1 s progress and to report that progress to 
parents and others on a regular basis. 
· Diagnostic evaluation and its required impact on 
subsequent · teaching has al ready been addressed in previous 
pages of this section, but evaluation for recording and 
reporting has not. The following pages describe the means 
whereby writing can be summatively evaluated in the elementary 
school. 
Traditionally, each sample of student writing has been 
dutifully delivered to the teacher, who has marked 11 errors 11 
and graded the pages with an A or B or a 6/10 or 8/10 and then 
returned them to the student. As the reader has already 
determined, this style of operation is not required using a 
communicative approach to writing instruction. Individual 
pieces of student writing are revised, edited, and published. 
How does grading (summative evaluation) take place? . Four 
avenues are suggested. 
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Periodically (perhaps every six or seven weeks), students 
can be required to go back through · each of their pieces of 
published writing that they· t,ave kept and dated. Each student 
selects the piece she considers to be the best from that time 
period. She is given time to independently revise and edit 
and add improvements to it. She then submits that piece of 
writing . to her teacher for grading. She knows that the mark 
she receives will be recorded as her revising and editing 
mark. 
The teacher wil 1 ask two questions of 
there any meaning 
student revised?) 
here? . (How well 
loss or confusion here? 
Have conventions been 
has the student edit.ed?) 
this writing. Is 
(How well has the 
appropriately used 
Th; tea.cher will 
make two types of written comment on the writing ·~~ · ·One wi 11 
refer to meaning, the other to conventions. 
Here are some sample comments on meaning: 
/ I see that you know what you are writing about here. 
The way the people treated the boy in your story shows 
V" that they were prejudiced. 
/T his was very exciting! I wish you had written more. 
I don't think your facts are correct here. You should 
have checked them again. 
I enjoyed readjng this. I felt what you would feel if 
that happened. I think this should go in the next edition 
of our class newspaper. 
Here are some sample comments on the students' use of 
conventions and on the form of writing: 
You have put two or three sentences as one. I have 
underlined them for you. 
l 
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You have spelled several words incorrectly. We 
/ 1 earned these words and noted thern before. 
You forgot to put quotation marks around what Tom says. 
We learned how to do this in October. Check your 
dictionary of conventions. 
You are beginning to use paragraphs. 
Haying read and commented on the meaning and form of the 
writing the teacher will give it a holistic mark for its 
general quality of meaning and form. This mark may be a 
letter or number grade depending upon the syste~n used by the 
j school. This is the student's revising and editing mark, and 
i s o n e o f th re e a v e n u e s by w h i c h w r i t f n g i s s u mm at i v e l y 
evaluated. 
The second avenue for the summative evaluation of writing 
consists of having the student independently complete a piece 
of writing for evaluation by the teacher. The teacher takes 
the students through the pre-writing phase in which ideas are 
generated. Students then complete their first drafts, revise, 
and edit on their own. They produce independent second drafts 
which are holistically graded for meaning and attention to 
ta u g ht co n v en ti o n s • Th i s becomes the st u den t '. s i n de pen de n t 
writing mark, and is the second avenue by which writing is 
~ummatively evaluated. 
T h e th i r d a v e n u e f o r th e s u mm a t i v e e v a l u a t i o n o f 
elementary school writing is by the more traditional unit 
test. A unit test cannot effectively evaluate independent 
writing ability; neither can it effectively evaluate revising 
and editing abilities. A periodic test may exa1nine the 
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student's knowled~e of the conventions of writing. This is 
one reason why a teacher must keep a record of conventions 
.. 
tau~ht. Periodically, the teacher will want to ~o throu~h the 
list and select salient items for testiny purposes. Such 
testiny will examine the student's ability to use troublesome 
words in a standard manner, to punctuate and capitalize 
appropriately, and so on. However, it must be kept in mind 
that such testiny is an artificial device assessing the 
student's knowledge of writ in~ conventions. Writin~ 
conventions can only be realistically evaluated in th~ 
student's revisin~ and edi .ting of his own writing. 
The final avenue for the yradin~ of a student's composing 
and editin~ ability is the student's weekly published writing. 
Teachers should, at identified perio·ds (perhaps every two 
months), re-read the student's file and holistically yrade 
his production. Certainly such evaluation must play a key 
,. 
role in final evaluations of a student's work for the term 
and year. 
It is suggested that student proyress be recorded and 
reported usiny a four-part format. The student should receive 
an evaluative comment on each of the followiny areas: 
}er1n 1 s Writiny Production 
Independent Writing 
Revising & Editing 
Knowledye of Co.nventions 
Students' perfor~ance as writers might be indicated as being 
either superior, average, or unsatisfactory in these areas. 
Such a recordiny and reportiny system has obvious implications 
for diaynostic evaluation. It o·utlines each of the major 
' t' 
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areas of writing ability. A student whose knowledge of 
writing co~ventions dramatically exceeds his ability to revise 
and edit has an obvious imbalance in his skill development. A 
student whose independent writing is characterized by 
excellent thought clothed in poor form also has an imbalance 
in his skill developmen~. 
Planned Writin·g: Maintaining A Balance Across the Curriculum 
It is essential · that weekly planned writing develop from 
different kinds of experiences in different subject areas, 
exhibit a variety of forms, and be directed to different kinds 
of audiences. A balance needs to be struck among sources of 
writing, kinds of writing, and kinds of audiences. 
Writing is not a language arts · activity. As has been 
stated earlier, writing is a learning process. It is crucial 
to every subject area. Writing, therefore, should occur 
within the context of any subject area. 
Traditionally, ·•non-language arts writing, or. writing in 
subjects such as mathematics, science, or social studies, has 
confined itself to the answering of questions and perhaps the 
occasional report. Traditionally, the writing process model -
from pre-writing through writing, revising, editing, and 
publishing - has not been used in these subject areas. If we 
are to . establish a balance among sources and kinds of writing 
across the curriculum, this limited definition of applicable 
types of writing and li1nited application of the writing 
process model need expansion. 
Since writing is a central learning process, a chief means 
of comprehending and synthesizing information, it must occur 
within the context of all subject areas. This is not to say 
that writing must occur and that the writing process model 
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mu s t be a p pl i e d i n al l s c ho o l s u b J e c ts al ·1 of the ti me • 
Rather, it is to say that writing teachers .must be sensitive 
to the opportunities which arise in subject areas other than 
language arts. If we view writing as a crucial learning 
process, we have no choice but to · seek its application in as 
many and as varied contexts as possible. 
One method of doing this is to decide to use the writing 
process model in different subject areas on a regular basis. 
Another means is to be as im~ginative as possible in 
considering the types of writing which may occur within a 
subject area. 
One week there may be some involving experience from the 
reading/literature program that can be written about. Another 
week some aspect of social studies could be the subject of 
writing or some science activity could spur the writing, and 
so on. · In each case, the writing would go through the 
processes of pre-writing, writing, revising, and editing, and 
would be published and filed. 
Some subject areas naturally lend themselves .to certain t 
forms. Sci~nce _lends i't..?elL to report writing, and l .iterature 
lends itself to narratives and poetry. However, a · little ! 
c on s i de rat i on w i l l re v ea l th a t any s u b j e ct to pi c ca n prod u c e a ' 
( 
variety of forms. In social studies, students can write ) 
interviews with historical figures. In health, students can ' 
write plays in wh.i .ch infections and white corpuscles are 
personified. In physical education, students can write essays r 
, 
I 
on fair play. In religious education, students can write 
narratives about a day in the life of Joseph. 
Students will also want to write about their own lives • 
. While their journals will contain much of this kind of 
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writing, teachers should al so use rea 1-1 i fe events as 
experiences from which to write. Seasonal events may be 
particulary important - the day of the first snowfall is an 
excellent opportunity for descriptive writing. 
Students need to write · for different kinds of audiences. 
J our n al w r i ti n g i s for the most i" n ti mate au di enc e of al l - the 
writer himself and the teacher (as a trusted adult). Students 
should write for younger audiences: a play about Joseph for 
kindergarten stude.nts, .an essay on brushj__n_g o.ne • s teeth .f.or 
. . , ... 
.-.,. . ·--~· .. ........ - .. ~ ' ' · ······ · 
three-year-ol~s. Students should 
'·~••••·• °' ,.., .•. •~-·'"' '- '~ ..,, ~.. • "• ' ' •' a ~ ·• ' ."• '• - • • • o • • •••' ' ' • '" •-
write for the general 
public: an announcement for a class activity, a news item for 
the local or school newspaper, an editorial on a matter of 
c u r re n t c o n c e r n • S tu de n t s ln u s t w r i t e f o r th e i r p e e r s a n d 
periodically for their teacher as examiner and evaluator. 
Teachers must keep a record of the sources of writing 
experience. Al so, they must ensure that students write for a 
variety of audiences and not only for teacher and peers. 
, 
··- -· -----
THE WRITING PROCESS: ILLUSTRATION 
This section contains two illustrations of the writing 
process in use in elementary classrooms. 
The first illustration deals with student production o·f 
reasonably long stories. This writing episode required six 
periods over ten school days. Portions of the final drafts 
were completed at home. The experience from which the 
chidlren wrote developed from ongoing classroom activity and 
learning .• 
The second illustrat;on deals with a shorter writing 
episode in which students wrote interviews. The pre-writing, 
writing, revising, and editing took three periods over five 
days. While there was no intended home assignment, some 
students completed their interviews at_ home. The children 
wrote from an experience related to previous learning • . 
Illustration I 
Experience: These students have j~st completed a unit in 
reading on adventure stories. They read and discussed a 
number of adventure stories from two basal readers. Their 
teacher read Armstrong Sperry 1 s Call It Courage to the cl a ·ss. 
Many students . in the class had read other adventure novels and 
had been given opportunities to talk about them. They viewed 
and discussed the NFB adventure film 11 Adventure in 
Newfoundland 11 • As a suitable conclusion to the unit, the 
· students were asked which stories they had liked best. 
Following this whole-class discussion, the students were 
informed that they were to write their ·own adve.ntu re story. 
They then ~rake into small groups to discuss and note ideas on 
the question, 11 What makes a good adventure story good? 11 • 
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Pre-Writing Preparat.ion: This began in the small group 
discussions. The students agreed that a good adve~ture story 
always had an exciting event, that something unusual happened, 
and that in many of the adventure stories that they had read 
in this unit animals . as well as people were involved. In 
I 
the whole--class discussion which followed these ideas were 
noted on the board by the teache~. One group of students 
insisted that in good adventure stories people always talk. 
The idea of conversation was noted. This completed the first 
period. 
Draft Writing: The draft writing b.ega·n on the next day. 
The students were reminded of· the characteristics of good 
adventure stories which they had discussed on the previous 
day, and then set the task of writing an adventure story about 
a person or persons, involving an exciting or unusual event 
a n d a n a n i m a l • ( T h e s t u de n t s i n s i s t e· d o n th e a n i m a l • ) D r a f t 
writing took up this period and one additional period on the 
next day. A number of students completed the final sentences 
of their first draft at home that evening. 
As the draft writing was taking place, the teacher began 
her series of two-minute conferences. She gave attention 
first to the two students who had difficulty getting the 
writing flow started. She helped them find a narne for their 
m a i n c h a r a c t e r , . . h a d th e 1n 11 ta l k o u t 11 th e be g i n n i n g o f th e i r 
stories, and then moved on. When she arrived at Billy's desk 
this is what he had written: 
GRIZZY BEARS I HAVE MET 
One day I was walking up the mountain to check 
1ny rabbit slips and I came across this bear I was 
very scared of him. He had run when he saw me 
walking up the mountain, so I realized that· he would 
-68-
not hurt n1e. so I walked on and I cam across him 
again. he walked up · near me and I JUSt stayed there 
w i th a s m i l e on my fa c e . An d al 1 I do n e w a s s moo t e d 
h i m do w n • a n d he s rn o o th e d a g e n t my l e g • . B u t . he 
wanted me to talk to him so I sad where did .you come 
from. He said I came from the dark forest. And I 
said did you like it there. He said it was okay b~t 
he said I dosen't like it becaus I dosen't have any 
friends at the forest. So I ~aid to my .self one day. 
I was going to go for a walk. And I said I ham going 
for a walk to find a friend for my self. for to get 
them to come back with me to the forest. 
As she knelt by his desk Billy . read his writing to her. She 
complimented Billy on the surprise event in his story. The 
· bear talks! Knowing that first re-processing of .the writing 
must lead to a revision for meaning she brought Billy's t 
attention to the idea that it ·· wasn't really cle~r who was I 
speaking in the last four lines of the story~ Billy agreed to ~ . 
put in "the bear said" in a few places • . Having complimented ' 
l 
his writing and having ·helped hirn begin . to revise, she then 
' moved to another student. Ho~ever, she made a mental note of < 
the non- ·standard use of the verb ".to do 11 and the 1 ack of ~ 
quotation marks. Individual conferences like this continued 
through the remaining draft-writing period. 
Revising-Editing: During the course of the individual 
conferences the teacher noted a number of instances of I 
non-standard verb use and that most students had not 
· I 
punctuated their conversations appropriately. She decided to \ 
teach the standard use of the verb that a number of students \ 
I I had used inappropriately: "do, does". She decided to teach 
also the punctuation conventions related to conversation. l 
·. 4 
• . :l 
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This was done in the first writing period of the following 
week. 
In order to teach the standard form 
teacher prepared the following: 
Verbs: do, does 
In 
ways: 
( a ) 
( b) 
( c ) 
(d) 
• their writing many people are using 
They does not go there often. 
I does not like it. 
He don't like it in the cave. 
Jim don't like it in the cave. 
of . the verb, the 
the verb· • these 1 n 
When you write you should use the verbs 11 do 11 and "does" 
1 i k e this: 
(e) I do like the man. 
(f) I don't like the man. 
(g) He does like the man. 
(h) He doesn't like the man. 
(i) Jim does like the man. 
(j) Jim doesn't like the man. 
(k) They don't like the man. 
The teacher had the students learn these concepts in the 
following way. They noted the differences between the 
sentences selected from their own writing (a, b, c, d) and the 
sentences which used the verb in a standard way (e-k). As a 
group they then composed oral sentences in pairs. The first 
member of the pair gave the verb in their own usage. The 
second gave the verb in standard usage • . Finally the teacher 
., 
dictated five sentences in which the students selected the 
s ta n d a rd v e r b • T h e s t u de n t s en t e re d th e v e r b s 11 do I doe s 11· an d 
three illustrative sentences in their dictionary of 
convent i on s , and i mm e di ate l y ch e c k e d the i r f i rs t drafts for 
any problems with these verbs. 
In the same period the students were asked about writing 
conversation. Many of the students stated that 
• 
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they knew about quota.tion marks, but had decided to leave them 
until their second· draft. Others said they were·n't too sure . 
about them. The lesson in quotation marks began with a 
search through the students' basal reade~s to find 
conversation. When some was found it was noted that the 
quotation marks go around what the person . says. This 
discussion ended with one of the students commenti.ng . 11 ••• and 
you have to use comma.s!" Another student noted that "They 
d o.n ' t al ways put • s a i d • 11 • 
The discussion of the punctua~ion conventions of writing 
conversation continued through the fi~st twenty minutes ~f the 
next writing clas.s .• From examining . the models in their basal 
reader the students determined there were two basic patterns: 
" " (he, she, Bi 11 ) ( s a i d, shouted, w hi s p ere d ) • 
and 
(He , She , Bi 11 ) ( s a i d, shouted, whispered) , 11 II • 
They noted that end punctuation goes inside the quotation 
marks, and identified the spots where capital letters are 
required. Each student wrote two illustrative sentences from 
his story in his dictionary of conventions under the heading 
11 C o n v e r s a t i o n 11 i n th e· P u n c t u a t i o n S e c t i o n • 
Self~edi~ing then began. As each student read· for 
meaning, . for · sentences, for words, for spelling, their teacher 
began the second series of conferences. 
Rewriting: The re-writing began two days later in the 
third writing period of that week. Most students completed 
their re-writing in that period. Some completed the work at 
home that evening. The teacher noted that a number of 
students had sti 11 been unable to master the standard use of 
"do, does". She knew this was a dialect-based problem and 
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decided re-teaching was necessary. She decided to deal with 
these two verbs for five n1i nutes each day over the next two 
weeks ·and decided to add them to the spell in~ list· for the 
cominy week. 
Publishiny Response: The stories were placed on the class 
bulletin board under the headin~ OUR ADVENTURE STORIES. When 
students had completed their assigned work they were p~rmitted · 
in threes to yo to the board to read the.m. The display lasted 
for one week. Each author then dated his writin9 and placed 
it in his Published Writiny Binder. 
Illustration II 
the 
had 
Experience: Sometime previously 
class had discussed the plight of 
all seen advertisements for 
Disabled 11 
• 
in reliSjious studies 
disabled persons. They 
the "Year of the 
Before w r i ti n y , th e st u de n t s v i ewe d the NF B f i l m 11 My 
Friends Call Me Tony". The film is about a ten-year-old boy 
who can di s t ·i n g u i sh only l i g ht from shadow, and i t shows how 
this virtually blind boy . manayes a very active life. 
Followiny the film students discussed what it was like to be a 
blind person. They were then set the wri ·ting assignment of 
preparing an imayinary interview with Tony, . the boy in the 
f i l 1n. 
Pre-Writiny Preparation: In small firoups the students 
prepared lists of questions that should be asked. This small 
group work lasted fifteen n1inutes. The questions that had 
been noted were yiven to the teacher. The next writiny period 
began with a whole class selection of the best questions. The 
class settled on four: Tony, how did you 9et to· be blind? 
What do you like to d9? What is the hardest thing for you to 
do? How would you like people to treat you? 
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The teacher had determined that many of his students were 
·not familiar with interview formats so he taught them the 
s i rn p l e s t f o r ma t o f : I n t e r v i e we r : 11 ? 11 , a n d T o n y : 
11 
• •
11 He borrowed some primary _ basal 
readers which illustrated the format and had the students 
examine them. 
The wri tiny began. The. students had to pl ace themselves 
in Tony's position and answer as they thought he would answer. 
Draft Writiny: The draft-writing was completed during the 
second period of this writin~ episode. In his conferences 
with students the teacher noted that they were quite fluent on 
this subject. They used the interview format well. He 
decided to confine his surface feature teachiny to some high 
frequency words which were being misspelled and/or 
inappropriately used. 
Revisin~-Editiny: The lesson took twenty minutes of the 
third period of writiny on the day following the completion of 
the first drafts. The students worked with "as/has", 
11 than/then/thin 11 , and 11 when/went 11 • 
illustratin~ the standard use of each 
oral sentences. The teacher dictated 
• 1 n alphabetical order these words 
sentence • , n the 11 Word 11 section of 
The students then read 
They read sentences 
word. They composed 
sentences. They noted 
with an accompanying 
their dictionary of 
their interviews for conventions. 
sense, for 
spell in~. 
sentences, for words, and finally for 
Re-Writing: This beyan during the last half of the third 
period. Since most students had written a page ·or less in 
response to the four questions, only a few had to finish 
re-writing at home. 
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Publishing-Response: In the next religious education 
period the teacher read the answers the students had ~iven to 
the question 11 How would you like people to treat you? 11 It 
was obvious to the cl ass ~hat they all thouyht that if they 
were Tony they would like to be treated 
other people. A lively discussion ensued. 
their writing and filed it in their 
Brinders. 
in the same way as 
The students dated 
Published Writing 
SEIZING THE OPPORTUNITY 
Up to this point we have discussed how writing by students 
must be planned on a daily and weekly basis. Writing occurs 
daily through the journal entry. Writing occurs on a weekly 
basis _ through the steps of pre-writing, writing, revising, and 
editing. The journal writing - is a private act between the 
pupil and teacher. The weekly writing receives some kind of 
public attention. 
However, in the life of any classroom there will also be 
countless opportunities which arise to have some writing done. 
These opportunities should be seized. They may occur on an 
individual level or on the level of the class's life. 
In a discussion of how the Inuit build their winter homes 
there w.111·_ come a point where the students can be asked to 
write one sentence to describe some stage in the construction. 
These sentences can be read aloud by the students. Such an 
activity is an e~cellent way of summarizing the main points of 
a discussion and it is a beginning to note-taking. 
I n a di s cuss i on of J oh n Cabot 1 s di s cover y of what was to 
becon1e Canada students could be asked to write one sentence 
that John Cabot might have said when land was sighted for th~ 
first time in six weeks. Thinking about what the explorer 
might have said adds a human dimension to the facts of 
discovery. 
As has a 1 ready been noted i n the di s cuss i on on j our n a 1 
writing, when a student has a subject to develop he should be 
given the opportunity to develop it. The best time to begin 
to process (through writing) the meaning of an important 
personal experience is soon after it has occurred (when it is 
st i 11 11 hot in the mind" ) • 
---
-75-
The main means by which teachers wi 11 be able to seize the 
opportunity ·to write will probably be through the immediate 
sentence technique described in the two previous paragraphs. 
Using the IST once or twice a day in a number of subJect areas 
helps to develop sentence fluency, ~ summarize 
discussions, and forces the student to think and consider. It 
can be an introduction to note-taking. 
DEVELOPING SENT.ENCE FLUENCY 
Students become fl .uent writers by writing and receiving 
meaningful feedback on their w~iting performances. We have 
a l re· a dy de v el oped a st r u ct u re f o r cl a s s room w r i ti n g . w h i c h 
incorporates writing across purposes. and across audiences. We 
. . 
. . 
have seen how feedback on the :writing performance ··- is to be 
keyed to meaning and instance. It has been stated that in the 
elementary grades editing skills will be focused on sentences 
and. words. 
While sentence fluency wi 11 ·develop through pre-writing, 
writiny, and post~writing activity, one additional activity 
n~eds to be added. Res.earchers have found that the practises 
of sentence expansion, sentence manipulation, and sentence 
combination help to build sentence fluency if these activities 
occur within a · writing program which requires frequent 
. . 
composing and editing for purpose. Since students in the 
elementary gr~des desire to use increasfngly complex sentence 
patterns, each of the ·grades s.hould provide the. student with 
exercises to develop the ability to produce sentences whose 
meaning is · condensed and hence ·whose structure is complex. 
Sources of the Exercises: The students own sentences 
should b.e used. While it wi ·11 be necessary to use 
t e a c h e r - m a d e s e n t e n c e s f o r ea c h ex e r c .i s· e , ea c h ex e r c i s e mu s t 
end in . the student going to his own writing, selecting several 
sentences, and pe·rforming the required exercise on th~m. 
Tim·i ng of the Exercises: Exercises on sentence expanding, 
manfpulating, and combini~ng sho·uld be completed by elementary · 
s.chool students bi-week·ly. They can be done on .a group and 
then on an individual .basis. In the main, the exercises are 
s·elf-n1otivating. Each exercise must end with the student 
going to his own writing and selecting sentences on which he 
can per·forln ·the required expansion, . manipulation 
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or combination. 
Types of Exercises 
A. Sentence Expansion: There are five types of sentence 
• • expansion exercises. Each operates from a · basic sentence 
and adds some specified element. The five types of 
• exercises are as follows: 
Select a sentence and add an appropriate · adjective 
before the noun. The type of . adjective can be · 
specified as colour word, or size word .• 
·. 
The dog was running. 
The brown dog was runnirig~ 
The brown dog was running. 
The small brown dog · was run~ing. 
ii. Select a sentence and add an appropriate time phrase. 
The small bro~n dog was · r~hning. 
The small brown dog was running in the morning. 
iii. Select a sentence and add an appropriate adverb. 
• 1 v. 
The small brown dog was run.ning in the morning. 
The small brown dog was running slowly in the 
morning • 
Select a sentence and add ·an app~opriate where 
phrase. 
The small brown dog • s·lowly . • the was running 1n 
• morning. 
The small brown dog • slowly down the was running 
• the • 1 n morn1 ng. · 
road 
v. Select a sentence and add an appropriate reason. 
Th e s ma l 1 b row n d o g .w a s r u n n i n g s 1 ow 1 y down the r o ad 
in the morning. 
The small brown dog was running slowly down the 
road in the morning because his paw hurt. 
Exercises on sentence expansion can be quickly constructed 
. . 
using any one of a combination of the above techniques and a 
nur11ber of teacher-written sentences. The student, 
sh o u 1 d al ways be re qui red to s el e ct a number of 
sentences and apply the particular expansion to them. 
however, 
his own 
B • Sentence manipulation exercises. can occur 
formats. These include the following 
i. Changing the orde~ of sentences: 1 
• 
, n several 
The small brown dog was runniny slowly down the road 
in the morning because his paw hurt. 
In the morning, the small brown dog was running 
slowly down the road because his paw hurt. 
ii. ·Turning statements into questions; 
The dog ate the bone. 
Did the doy eat the bone? 
iii. Changing statements into a different voice: 
The doy ate the bone. 
The bone was eaten by the do~. 
iv. ·Making statements negative: 
. v. 
The dog a.te the . bone. 
The doy didn't eat the bone . 
. Turning negative statements into questions: 
The dog didn't eat the bone. 
Didn't the dog eat the bone? 
Exercises requ·iring sentence . manipulation can be 
constructed using . any one or a combination of the above 
techniques and . a number of teacher-written ,, ~entences. The 
student, howeve·r, should always be required to select a number 
of his own sentences, and manipulate them according to the 
design of ~he particular exercise. 
(The appendix for Chapter 4 be~ins on page 125. ·) 
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C. Sentence combination • exercises require 
simpler sentences to be turned into 
basically only one format: 
i. The dog was eating. 
He was eating a bone. 
The bone was juicy. 
The dog was eating a juicy bon.e. 
two or three 
one. There • 1 s 
. . 
Exercises requiring sentence combination can be 
constructed using the above technique and a number of teacher-
written sentences. The student, however, should always be 
re q u i red· to s e l e c t two or th re e of hi s own sh o rte r sent e n c es 
and experiment with combining th~m into one· sentence. 
U s i n g th e· Exe r c i s e s 
While is is not feasible to have certain types of sentence 
f1uency exercises completed in some grades and other types 
completed in others, there is a definite increasing level of 
difficulty through the exercises. 
Sentence expansion is generally easier than some sentence 
manipulation. Sentence combining is probably the most 
difficult of the three. It is easier to expand a sentence by 
adding a colour word than it is to expand by adding a phrase. 
Novice writers require· practice .with the easier sentence 
fluency exercises. , More experienced elementary school writers 
require practice with the more difficult exercises. While all 
students should experiment each year with sentence expanding, 
manipulating,. .and combining, sentence fluency exercises in the 
first year of elementary school should exhbit more expansions 
and manipulations, whereas sentence fluency exercises in ·· the · 
last year of elementary school should exhibit more 
combinations than manipulations or ·expansions. Teachers can 
relate the level of difficulty of an exercise to the ability 
level of their students. 
(The Appendix for Chapter 4 begins on page 124.) 
CHAPTER FIVE 
A LANGUAGE POLICY ACROSS THE CURRICULUM: BASIC COMPONENTS 
A LANGUAGE-FOR-LEARNING POLICY 
The place of language in education was addressed in the 
early pages of this Guide. At that time, two main points were 
stated. They were as follows: 
"Schools are · 1anguage- saturated environments~ It 
through language that learning and teaching occur; it is 
frequently through language that learning is evaluated." 
• 1 s 
most 
"Language is 
learning process 
itself as a kind 
so intricately tied to all facets of the 
' 
that it is possible to -conceive of thought 
of 11 inner speech." 
Language is of paramount importance in the school 
environment. It is of paramount importance to the development 
of thought and the enhancement of self-expression. Since 
language-in-use is t~e key to learning, it makes sense that 
schools should have language policies. 
A policy • 1 s a statement of an agreed-upon method of 
operation. Schools and districts have policies and policy 
statements in a variety of areas, each considered so vital to 
the operation of the educational system that it is viewed as 
necessary that all members of that system operate in a ·similar 
manner with ·regard to these matters. Policies and policy 
statements regulate a number of areas. Schools have 
evaluation policies which state· the purposes and means of 
evaluating student ·progress. Schools have discipline policies 
which attempt to . set standards for ·pupil behaviour. 
Since language and learning are so closely interrelated, 
it makes sense that schools should develop a 
language-for-learning policy. This policy would consist of 
agreed-upon methods of using language for learning. After 
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sufficient examination and development, this language-in-use 
policy would become a written policy. Finally, classrooms 
would adhere to this learning policy statement, and the active 
translation of that statement would be observable in schools 
on a daily basis. 
Having accepted the significance of language to learniny, 
there can be _no doubt that a language pol icy is necessary. 
Policies, however, are not created instantly. Even before 
schools in districts established evaluation policies, 
evaluation was carried out; before discipline policies were 
established teachers and students had sets of expectations for 
each other's behaviour. 
Language is in use in school today. Teachers talk. 
Pupils may talk. Pupils and teachers write. They read. They 
listen. Since .they are using language, an implictt language 
policy exists. This agreed-. ·upon method of operation in 
language for learning has probably never been stated. It is 
implicit in the daily teaching a~d learning activities that 
take place in any classroom. This implicit language policy is 
founded upon certain concepts about language and its role in 
learning. No matter so central to education should be left 
in the realm of the implicit and the unexamined. Being 
convinced of the importance of language, we must be committed 
to the examination of our existing language-learning policy 
and to the development of a course of actionl which will 
make that policy increasingly explicit in its role in 
learning. 
An explicit language policy must be based on a knowledge 
of language. Schools, with the aid of district personnel, 
must work out a functional, pedagoyical understanding of 
language and language in learning. Such an understanding will 
J,. '"II 
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contain ideas about: 
{a) The nature and function of language 
(b) How language develops in the young child 
(c) The characteristics of language-learning environments 
(d) The concepts of language difference and change 
{e) The language environment of the school. 
The heart of a whole -- school language policy • 1 s the 
continuing examination of how language is used in school in 
classrooms by students and teachers. The purpose of this 
examination is to find and cherish and replicate those 
contexts in which language for learning is used effectively. 
Schools who accept the basic premises on which this Guide is 
founded - that intention and use are essential elements in the 
development of language - will realize the important 
implications that these premises have for a language-learning 
policy. Such schools will no longer give too much attention 
to the component skills of language and too little attention 
to their meaningful use. Unless the school day is planned so 
as to facilitate the communicative use of language across the 
curriculum there will be considerable interference · in 
learning. If, on the other hand, there are many opportunities 
for pupils ·to actively explore ideas through their own 
language, language will grow with learning. 
Language and learning benefit if the two processes are 
considered together. There is nowhere more true than in the 
elementary school. 
Purpose of a Language for Learning Policy 
The intention of a language-for-learning policy is .to 
enhance the quality and increase the amount of learning which 
occurs in schools. This is done by bringing teachers to a 
greater awareness of the language demands which they make on 
pupils in vario.us subject areas. 
these language demands it becomes 
Once teachers are aware of 
possible to suggest and 
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develop modifications of the place that language currently 
holds in the school's curricululn. 
There are essentially two questions to consider. What is 
the present language policy of this school? How can that 
policy be modified to give greater attention to intention, 
use, and meaning in language? The first question calls for 
action research. The second calls for the comparison of the 
results of that research with what is known about how children 
use language to learn. 
Action research is not a new concept. It requires that 
schools in districts undertake a particular kind of 
self-examination. The kind of self-examination required is 
detailed in forthcoming pages. However, before action 
research can be undertaken, before comparisons can be made, 
leadership is required. 
-· 
RESEARCHING AND IMPLEMENTING A POLICY 
Leadership 
A language-for-learning policy across the curriculum must 
be someone's responsibility. As the people directly 
responsible for the administration of elementary schools~ the 
sch.ool principals are very important to the researching and 
implementing of the policy. As the people responsible for the 
co-ordination of curriculum in schools, district personnel are 
very important to the researching and implementing of the 
policy. Both must be convinced that it is through children's 
active use of talking and writing, listening and reading, and 
through their active involvement with ideas and information 
across the curriculum that learning occurs. If schools are to 
examine their current language-learning policies and modify 
them for increased learning benefits, then · co-operative 
l e a d e r s h i p be t we e n d i s t r i c t c u r r i c u l um p e r s o·n n e 1 a n d s c ho o l 
principals is required. Each has a vital role to play and 
these roles overlap. 
Researching A Policy: Ways and Means 
It is essential that district curriculum 
school principals are informed language people. 
personnel and 
They need to 
have key understandings about language, about how language is 
learned, and about how language is used in learning. At a 
minimum this requires the establishment and use of district 
and school collections of materials related to language, 
language learning, and language across the curriculum. 
Principals and co-ordinators should, meet regularly to discuss 
related material, and to sift, select, and package the best 
material for prepared dissemination to teachers. 
Co-ordinators and principals need to deliver understood and 
selected materials in these areas to teachers. They need to 
provide teachers with the encouragement to read such 
materials, and to provide the time and opportunity to meet 
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with teachers, to share and discuss the conclusions that they 
have drawn from their reading. 
Experience has shown that it is very difficult to dicate a 
language-for-learning policy. In fact, since such a policy 
requires considered examination and modification of the nature 
of the language interactions in classrooms, it probably cannot 
be dictated. Rather, it must be discussed, nurtured, 
developed, and then implemented. 
Once principals, co-ordinators, and teachers have read and 
learned about language development and clarified their 
understandings through discussion, they are able to formulate 
ways and means of determining the nature of the language 
policies which currently exist in schools. This is the first 
step in formulating a language-for-learning policy across the 
curriculum: determining .the nature of the existing policy. 
This can be determined only as it involves pupils and teachers 
in language-learning situations across subject areas. What 
happens behind the classroom door is a school 1s language 
policy. Having agreed that language is vital to learning, and 
having agreed to the necessity of a language-for-learning 
pol icy, it is nece·ssary to begin to answer questions about the 
nature of the language interactions behind the classroom door. 
The · teacher, principal, and co-ordinator need to actively 
research the role that language plays in learning in the 
school. Principals, co-ordinators, and teachers need to 
answer these questions: 
1. Are pupils regularly re qui red to think for themselves 
or are they mainly asked to feed back information 
given? Are pupils asked to explain, to hypothesize, 
and to consider? 
2. Are pupils' experiences and understandings used in the 
classroom? 
3. Do we take opportunities to extend pupils' thinking at 
any time with any content? 
. 4. Are pupils 
questioning, 
opinions? 
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yi ven the 
to offer 
opportunity to initiate 
. 
experiences, to express 
5. Are many of our questions open questions that 
permit pupils to think activery about the content 
under discussion? (Too many closed questions 
demand i n g a rec a l 1 o f fa c ts or ·- i n· format i o n 1 ea d 
pupils to look for 11 the right answer 11 rather than for 
possible alternative answers based on critical 
thinking and rational Judgment.) 
6. Do we use pupils' responses to further dialogue or do 
we only evaluate the responses? 
7. Are there frequent opportunities for pupil-pupil 
dialogue, for srnall group work, for exploring and 
concluding? How much talk occurred during a lesson? 
What kinds of talk? What attention was given to the 
role of listening in learning? 
8. How often do children read in content lessons? Why 
do they read? What sense are they making of it? 
9. Are the 
posters, 
following in 
bulletins, 
evidence 
• magazines, 
around the 
displays, 
school: 
charts? 
10. Do pupils know how to use a book, to research a 
topic, to make notes, and so on? Are reports nothing 
more than 11 copied out 11 sentences from textbooks or 
reference books? 
11. Are pupils given time for personal, 11 free 11 reading? 
12. 
Do pupils like to read? 
As far as reading 
comprehension-centred 
classroom? 
is concerned is 
reading policy 
13. Why do teachers ask pupils to write? 
the re a 
in each 
14. Do pupils know why (purpose) and for whom (audience) 
they are writing? 
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15. How much time is given to the pre-writing phase of 
the writing process? Pupils need to think and talk 
about the substance of their writing with teacher and 
classmates, individually or in groups. 
16. 
1 7. 
18. 
In what proportion of the writing 
feeding back information given by us? 
• 1 s the pupil 
How much writing 
nature? 
• 1 s of a tentative, explanatory 
How much of the writing shows that 
being asked to interpret, apply, 
evaluate? 
the student is 
discuss, and 
19. How do we respond to pupil written work? To what 
extent are diagnostic procedures applied? 
20. Is there evidence of expressive writing? How often 
does it occur? 
21. Is there evidence of transactional and poetic 
writing? How often do they occur? Is there evidence 
of first and second drafting? Do we publish student 
transactional and poetic writing? How often? 
22. How do we, in all curriculum subjects, allow for the 
importance of language in learning?2 
Questions of this kind focus on the specific uses that are 
given to talk, to writing, to listening, to reading in the 
classroom. Certainly the list is not exhaustive. It needs 
refinement and clarification at the school level. However, it 
is a good listing of basic questions that will serve to 
identify the nature of current school language-learning 
policies. 
These questions can be answered in a variety of ways. The 
most accurate answers are usually obtained when the whole 
range of ways are em pl o ye d . The who 1 e range i n cl u des staff 
discussions, individual teacher consultations, pupil 
consultations, classroom visitations, surveys, and reports. 
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Talk 
In order to determine the nature of classroom talk, 
visitation is necessary. Observations of oral language in 
classrooms can be made and measured in a variety of ways. 
One of the easier and most effective ways is to categorize an 
hour's observation in a classroom using the following 
formats: 
How much pupil-talk . time 
Silence 
Answering Teacher. 
Initiated Questions 
Asking Each Other 
for Help 
Discussing in Small Groups 
Discussing as a Whole 
Class 
Asking Teacher For Help 
A Lot 
• 1 s spent • 1 n 
A Certain 
Amount 
the following: 
Not Much None 
How much teacher-talk time is spent in the following: 
Giving Instructions to 
· the Whole Class 
Demonstrating 
Talking to Individuals 
Dictating 
A Lot 
. ----
A Certain 
Amount Not Much None 
Giving Information 
Questioning 
Praising 
Criticizing 
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Of course, no definite conclusions can be drawn from one 
sixty-min.ute observation in any one class, but data can be 
developed from a series of observations in all classrooms over 
the period of a week. This data can then be discussed by the 
staff and conclusions drawn from it as to the nature of talk-
for-learning in their classrooms.3 
When principals, co-ordinators, and teachers begin 
researching the nature of talk in classrooms, they will also 
be interested in the proportion of talk by teachers and 
students. While any one class session may call for more of 
one than the other, certainly · a week's observations should 
indicate adequate time for pupil-pupil and pupil-teacher 
talk. If a week's observation shows that all or most 
classroom talk is teacher- talk, teachers, principals, and 
co-ordinators will wish to discuss the necessarily active role 
that children must play in using language for learning. 
Writing 
The .nature of classroom writing can be determined in a 
variety of ways. Two of the simplest and ·most 
effective ways are through the writing survey and the writing 
questionnaire. 
The writing survey can be completed in a week. Students 
in each class are required to date all their written work in 
all subjects from one Monday to the following Monday. On the 
following Monday all the written work for the week is 
collected from two students per class. 
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Once the data has been gathered for each class, a summary 
or comparison sheet can be calculated for the whole school for 
t h a t · w e e k • A f o r m l i k e t h e f o l l o w i n g i s u s· e f u l f o r 
• • summar1z1ng purposes: 
. SUMMARY AND COMPAR'ISON 
Total # of pages --
_ _ w __ _ _ - - - -- - - - -- - - - ----- -
% fvla th 
% Science 
% ~anguage Arts 
% Social Studies 
% pa yes 
% Pages of copying 
% Pages of blank-filling 
a. single fill-ins 
... 
b. writing a sentence with a given word 
c. answering a question with several words 
% Payes of dictation 
% Pages of independent composition 
·- ·- - - - - - .. ~- - - - - - - - - - - -
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This writing is then analyzed according to its subJect 
area and its type. A form like the following is useful for 
t his analysis: 
WRITING SURVEY 
Total # of pages 
-----
Average per student 
Pages by SubJ ect • • 
Total # Math pages -
Total # Science pages -
Total # Languaye Arts pages --
----
Total # Social Studies pages --
Total # pages --
( For t he purposes of clarity and efficiency a 11 page 11 is 
defined as any single side on which the student has written. 
In a l l cases, the full page may not have been completed.) 
- - - - - --- - .. _ -- - - - - ·- - ·- - -- -- - - ·- - - -- .. _ --- - - -
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While no definite conclusions can be drawn from one 
writing survey in one week in one classroom, data can be 
developed from a survey conducted in all cl ass rooms over a 
five-day period. This data can then be discussed by the staff 
and conclusions drawn from it as to the nature of writing-for-
learn_ing in their classrooms. 
Although any one class session may call for only one type 
of writing or no writing at all, certainly a week's 
observations should contain a good sampling of the range of 
writing forms and purposes across subject 
survey shows writing by pupils to 
blank-filling or copying from a board, 
concern and need for discussion. 
areas. 
be 
there 
If a week's 
predominantly 
is room for 
The role of writing-for-learning can also be examined by 
questionnaire. Teachers can be asked to observe their writing 
assignments over a period of time and to inalyze according to 
c e r ta i n c r i t e r i a th o s e o c c· a s i o n s on · w h i c h w r i t i n g o c c u r re d • A 
form such as the following helps clarify the criteria and 
facilitates the analysis: 
WRITING ANALYSIS 
WRITING ANALYSIS 
Copying from the board 
Making notes from the text 
Copying from a book 
Making notes from teacher, 
talk 
Taking dictation · 
Answering short questions 
A Lot 
A Certain 
Amount 
Not Very 
Much None 
Answering questions in 
expanded form 
Filling in worksheets 
Putting together infor-
mation from more than one 
book or source 
Re-writing ideas in the 
pupil's own words 
Transactional writing 
Poetic writing 
Expressive writing 
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Again, over a short time period in any one subject area, a 
variety of types of writing may not appea.r. However, if all 
teachers complete such an analysis in, for example, social 
studies over a period of three weeks, and the social studies 
writing for that period for all classroom teachers is minimal 
or confined only to answering short quest·ions, then there is 
need for discussion of the use of the immediate sentence 
technique, and for ways to employ the full writing process in 
social studies. 
The nature of the present pol icy for the evaluation of 
writing · can be examined through discussion. Over the course 
of two or three staff di -scussion periods teachers, principals, 
and co-ordinators can begin to answer a number of questions. 
When pupils' written work is assessed are all spelling errors 
c o r re c t e d , a r e a 1 l p u n c t u a t i o n er r o r s c h a n g e d , a re al l g r a mm a r 
errors marked? Does the staff usually write corrections in? 
Are errors underlined? What use is made of the information 
these errors contain? What kind of grading is used? Are 
written comments made? Are the written comments typically on 
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the form of the writing? Are written comments on the content 
of the writing? Which kinds of comments come first? How can 
the staff determine if these practices are effective? Does 
the staff know already? Through discussion, a decision can be 
made about further action research. 
Discussion, survey, and questionnaire techniques can al so 
be developed for the role of reading-for-learning. The 
essential points are, however, that the formulation of a 
language-for-learning policy must begin with the dissemination 
and discussion of current information on the role of language 
in learning, and must lead to schools, under the leadership of 
principals and co-ordinators, examining and determining the 
nature of current school language policies. 
Implementing A Revised Policy 
Principals and district co-ordinators are key leaders in 
starting the action re?earch that produ~es the facts about the 
existing language-for-learing policies. Once the importance 
that language has for learning has been established 11 thr9ugh 
reading and discussing, and once action research has been 
undertaken and present language policies have begun to be 
examined, then questions can · be raised as to how existing 
policies need to be adapted to make them more effective. As 
the data that is gathered from each school may differ so the 
necessary modifications will differ. Staff discussion will be 
the main means of determining and achieving these 
modifications. 
However, 
will have 
classrooms. 
discussion 
all modifications of school language policies 
implications for grouping practices within 
It is mainly through the practice of small group 
and work that teachers can create an active 
language-learning environment. The form of • grouping that 
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particularly assists language-for-learning across the 
curriculum is interest and specific task grouping.4 
Once the need to encourage the active use of the full 
range of language is realized, grouping-for-learning is 
required. While it cannot be forgotten that the whole class 
is a group and that there are class periods when pupils can be 
taught, prepared to view films, or listen critically to a 
presentation, it must be remembered that small-group 
instruction and activity is basic to a successful school 
program that is a language-for-learning program. 
If small-group techniques were easy to use in the 
classroom, more teachers would be using them. The simple fact 
is that when a teacher does try the small group technique for 
the first time, everything seems chaotic and wasteful. There 
is a lot of noise, extra movement, lessened control over the 
pupils, mess, and lost time. Also, reluctant and/or irnmature 
pupils who cannot work or refuse to work in small groups 
present additional management problems. It is true that none 
of these problems would seem to exist when the teacher does 
the talking and the pupils sit silently in rows, passively 
learning about the teacher's vie'fl of the day's lesson. But 
are the pupils really involved in the lesson when the teacher 
does the talking? Is language really being learned when the 
teacher does the talking? When these questions are answered, 
it becomes apparent that in spite of the noise, the loss of 
t i rn e , t h e l o s s o f s o m e c o n t r o l , a n d th e a d d i t i o n a 1 1n a n a g e m e n t 
problems, the pupil gains more in the small-group because he 
uses his thinking skills and learns new patterns of thinking 
and because he is actively expanding his language by using it. 
The risks are worth it. 
Of course, a revised language policy is never finally 
revised, nor finally implemented. Rather, it must continue to 
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be revised and to be implemented. 
policy requires monitoring. 
A language-for-learning 
Monitoring can take a number of forms. New, relevant 
material on language, language learning, and language-for-
learning needs to be circulated, read, and discussed. 
Peri o di c i n di vi du a 1 cons u l tat i on s w i th teachers as to 11 how it 
is going" will be necessary. Periodic staff meetings to 
discuss old and new matters will be necessary. Sometimes it 
will prove valuable to resume action research. New data could 
provide sharp contrast to the old and supply incentive to 
continue to research and revise a school 1 s language policy. 
{The Appendix for Chapter 5 begins on page 141.) 
APPENDIX 1 
STATEMENT ON SPELLING 
Importance of Spelling as a Writing Convention 
Various experiences with language through listening, 
speaking, reading, and writing will enable children to see how 
language is recorded in written form. It is important for 
students to experience the connection between their writing 
and their reading. From this point of view, children can be 
led to see themselves as authors as well as readers. The 
. 
author must ensure that his meaning is safeguarded. He must 
also _have respect for his reader. This means presenting his 
"publ ished 11 material in as polished a form as he possibly can. 
The mechanics of correct spelling is one tool that the author 
·must eventually apply to these purposes. 
The need to spell correctly must be developed in a 
meaningful context, and the skills that children are taught 
must be applied in a meaningful situation. In this context, 
only a writing situation can be meaningful. The need to write 
produces the need to spell. As a child learns to compose, 
transcribe, and edit, he also learns to develop proficiency in 
spelling. 
Basic Principles and Strategies 
There are basic principles on which all good spelling 
instruction should hinge: 
{1) The relations between English speech and spelling are 
between spelling patterns, sound patterns, and 
n1eani ng. 
(2) Knowing something about the correspondence of English 
sound patterns to English spelling patterns will help 
the listener to know which alternatives exist, but 
not which alternative is conventional • 
• 
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(3) Children should learn to spell words as they need 
them. Any words selected for spelling study should 
have meaning and value for the pupil. 
(4) An excellent writing program is the key to a good 
spelling program. It creates the need to use words 
and, therefore, the need to learn to spell. Written 
expression is also the best place to evaluate both 
the level of student achievement in spelling and 
effectiveness of spelling instruction. 
( 5 ) Spelling power cannot develop in a 
develops together with language power as 
motivated to express their own ideas 
fluently in speaking and writing. 
vacuum; it 
children are 
clearly and 
(6} Demanding accurate spelling at all stages, in all 
written work, is unresonable because no aspect of any 
language process is learned perfectly at al 1 stages 
of development. A good deal of misspelling is to be 
expected as the language learner moves toward adult 
spelling. Children should not be required to delay 
writing until they are competent in spelling the 
words they need to use in their written compositions. 
(7) A good editing program built into the writing process 
w i 11 en ab l e s p e 11 i n g s k i l l s to grow natural l y. 
(8} Spelling instruction should be integrated with all 
the language arts and, indeed, with all of the 
curriculum areas requiring writing. 
(9} Children should be given an efficient strategy for 
studying spelling. 
The following spelling strategy has been adapted from 
several sources. 
(1) Write the word legibly on the chalkboard or on paper 
in a sentence. Read the sentence, pronouncing all 
words clearly and distinctly in a norn1al voice. 
(Children's attention, of course, should be drawn to 
the fact that words may not be spelled the way the 
pronunciation suggests they should.} 
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(2) Child looks at the sentence, attending to the 
particular word, then gives an oral sentence using 
the word and discusses its meaning in different 
sentence context. Develop multi-meanings for words. 
For example, "The train pulled into the station at 
8:15 11 • Who can give me a sentence with a different 
meaning for train? (I will train my dog to sit at my 
command.) Various forms of train - trains, trained, 
trainer - can be discussed also. (Encourage distinct 
pronunciation but do not correct any regional accent 
the child may have.) 
(3) Have the chid look at the word for sufficient time to 
note and discuss any difficult parts or common 
sound-spelling patterns and to get a good visual 
image of the word. 
{4) Have the child cover the word and write from memory. 
(5) Check first attempt. If it is right, cover the word 
a n· d w r i t e i t a g a i n from memory • 
(6) If a mistake was made, . repeat stages three to five 
( 3- 5 } . 
(7) Make sure that the child .has an opportunity to use 
the word again soon in a writing situation. 
For 
follows: 
the student, 
READ - · USE 
Spelling and Writing 
the 
SAY 
strategy can . be simplified as 
COVER - WRITE. 
.. 
The very fact that spelling is included in Language 
Growth: A Guide for Writing Instruction in Elementary Schools 
suggests that spell in achieves . functional meanin only 
- . -------- --- -
through writing. The ultirnate test of a success·ful spelling 
program is how well students spell words in compositions~ not 
how well they spel 1 ~ords on tests taken from a selected w·ord 
list, even though such word lists have a place in the spel .ling 
p r o g ram . Stu de n ts 1 s p e 1 l i n g sh o u· l d i mp rove i n · the i r w r i t ~ n g ; 
otherwise spelling instruction is meaningless and futile. 
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Competence in spelling is developed and fostered through 
an active writing program. This concept has significant 
implications for teachers. The oral language vocabulary that 
the child has at his disposal for use in written compositions 
is much larger than his spelling vocabulary. This may become 
an acute problem if absolute perfection in spelling is 
demanded at all stages in all written expression because it 
can limit rather than facilitate communication of written 
thought. We need to adopt a more flexible view of spelling. 
Spelling, like reading and language learning, is 
developmental; therefore, children should be encouraged to use 
their language in as rich a form as possible. 
Intrinsic incentives such as positive attitudes and 
interest seem to work better than extrinsic incentives 
(school grades and competition). Awareness of progress appears 
to be the most important source of interest and motivation. 
Consider the concept of a student's writing fi 1 e and the 
concept of editing and evaluating student writing as part of 
individual and class awareness of progress. Demonstrating 
that the words being taught are needed presents few problems 
when the words are taken from the student 1 s own writing. The 
concept of authorship and audience encourages mutual pride and 
co-operation in spelling achievement. 
The Spelling Program 
Horn (1927), Rinsland (1945), Thomas {1972) and others 
have conducted 'Studies to ascertain the frequency of words 
used in children 1 s literature and more recently in children's 
own writing. As a result, a basic core of some 3,000 words 
that account for 95 percent of children 1 s writing needs has 
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bee-n identified. This core of words has generally formed the 
basis for most colnmercially prepared programs. Considering 
the fact that such word lists have a sound basis in research, 
teachers · have a responsibility to ensure that certain high 
frequency words are learned. However, teachers are not bound 
to follow either the teachi_ng procedures or the exercises 
contained in such prepared programs. Experience, as well as 
research, has shown us that most of .the exercises have little 
relevance to learning to spell. Indeed, it is not at all 
necessary to consider each unit of study a weekly must. 
. . 
Selecting words on the basis of need as determined by pretest 
and usage, rather than requiring all students · to study all 
words regardless of need should be the norm. 
Nevertheless, the basic core of high frequency words is 
too limited for most pupil needs. Therefore, the · teacher has 
a responsibi .lity to supplement the basic list on an individual 
a n d cl ass bas i s • The suppl em en ta l l i st sh o u l d cons i st .of : 
(1) Words frequently misspelled in written composition; 
that is, words the pupil needs ·to know . in order to 
1nake his writing meaningful to the . reader. 
(2 ·) Words a pupil will need to know in order to 
facilitate the communication of his understandings in 
other subJect areas in the curriculum; that is, 
words especially applicable to a given subject· area -
climate, temperature, weather for geography - related 
writing, for example. 
(3) Words of special interest encountered in reading, 
listening, and pre-writing. For example, a discussion 
about rockets might lead to · the need to use the 
following words: gases, propel, projectile, missile, 
ve~icle, and cylindrical. 
In any event, the number and type of words used w i 11 
depend on individual needs, achievement, and interest. 
Furthermore, the effectiveness of a spelling program will 
' . 
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depend largely on the development of a positive attitude 
toward spelling and an awareness of progress. 
Using the Spelling Text 
The textbook should not dominate the spelling program. It 
should not be the sole determiner of content, scope and 
s e q u e n c e , a n d t e a c h i .n g p r o c e d u r e s • R a t h e r , i t s h o u l d b e a 
source book that provides pupils and teachers with an overall 
plan for developing spelling skills within the language arts 
framework. When the text is used as a source book, the 
teacher can feel free to select whichever exercises in a given 
lesson are necessary to give attention to either individual 
needs or specific group needs within the class. In keeping 
with the philosophy and practice of this Guide, teachers will 
first select exercises which call for the meaningful use of a 
word in co·ntext and give only second attention to exerciess 
that stress grapho-phonemic characteristics. 
The text can assist teachers in providing high frequency 
words, spelling patterns, stimulus for writing activities, and 
vocabulary development. Teachers should not abuse the text by 
placing too much emphasis on it. It is recommended, 
therefore, that the maximum textbook time allotted for direct 
study of s p el 1 i n g sh o u l d not exceed 7 O - 8 0 mi nut es per week • 
It is also recommended that some of the words be done orally 
since it is the discussion about words that produces meaning 
and children will attach more value to spelling words that are 
meaningful to them. Earlier, it was indicated that teachers 
should be selective. This is especially true with respect to 
exercises that require students to select words with a long or 
short vowel sound. 
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Evaluation 
The key objective of the spelling program is the 
development of a "spelling sense" and an interest in accurate 
spelling to facilitate communication. The point of a spelling 
program should be to ascertain what knowledge a child has of 
words and spelling forms, and to see how well he can apply 
that knowledge in the communication of written thought. There 
is, then, only one area where a child's spelling ability can 
be realistically assessed, and that is in his writing. A 
student 1 s revising and editing mark will reflect his spelling 
ability. 
There will be times when children will deal with word 
lists. These word lists should come from the student's 
written composition and other curriculum areas as well as from 
spelling textbooks. It must be stressed, however, that the 
spelling list must be meaningful to the child, that it is just 
a starting point, and that children should be expected to 
generalize from it. Thus, if the word "terminate" is one of 
the basic list words, the word "termination" might be 
dictated to test the student's ability to apply previously 
learned information. If "fudge" appears on the list, then 
11 jud~e 11 might be dictated, if 11 9ive 11 appears on the list, 
then 11 yiving 11 might be dictated 
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STATEMENT ON HANDWRITING 
Purpose 
By th e ti me st u de n ts en t e r gr a de f o u r , some of t .h em ha v e 
mastered the cursive script; however, .many students may still 
be usi -ng manuscript printing or their cursive writing may not 
be legible. If an elementary school child is not comfortable 
with cursive writing, she should be allowed to perfect her 
manuscript printing before being- required to adopt the cursiv~ 
style. It must be remembered that handwriting is a 
transcription skill which is used to transmit ideas to oneself 
or to an outside audience. 
Writing practice can be a potentially boring and laborious 
task, and thus arises a problem with motivation and reward. 
When separated from purposeful expression of thought, 
handwriting becomes a rather sterile convention to be mastered 
with no intrinsic satisfaction. The child must be able to 
make the connection between the handwriting and th~ embodiment 
of meanings in print. The motivation to write neatly and 
legibly must · stem from a desire to convey meaning • 
Children have a desire to write at a very young age. The 
scribbles that are put on paper by a very young child are 
fille~ with meaning. When the child, upon entering school, is 
required to adopt a conventional script, this natural 
expression of language in scribbles is interrupted and the 
child's attention is focused on conforming to convention. If 
her handwriting is taught within the context of her desire to 
express meaning to herself and· to others on paper, then she 
would have an intrinsic desire to master the conventions of 
handwriting. The teacher would accept approximations and 
experiments knowing that they lead to an understanding of 
print as well as a mastery of the letter shapes. 
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Cursive writing is required to be legible when writing for 
an audience other than oneself. When writing, children need 
to be able to write quickly and easily without loss of 
l egi bi l i ty and ·w; th out detracting from meaning. 
Basic Principles and Strategies 
Mastery of handwriting should be kept in perspective by 
the teacher and seen as a means to expression rather than as 
an end result. Children who have difficulty developing ease 
and legibility in cursive writing should be allowed to write 
with large free strokes rather than forced to confine 
themselves to narrow-lined spaces. The use of large muscles 
must be acquired before smal 1-muscl e control can be refined. 
This avoids the strain and fatigue often associated with 
difficulty while writing in a confined space with a small 
instrument. In order to develop ease in cursive writing, use 
can be made of the blackboard, easels, and newsprint. These · 
should gradually be replaced by wide-lined paper as the child 
gains mastery over the cursive script. 
The child must be ready for writing just as he must be 
ready for walking, talking, reading, or any other psychomotor 
activity. The child will need to have dominance clearly 
established; ... he will need to be able to handle scissors, 
crayons, and other fine implements with ease. 
When learning to write cursively, the child needs to have 
a sense of rhythm and balance. ; He needs to be able to note 
differences in letters; for example, tall letters and tall, 
rounded letters • . He must be able to read the cursive script 
b e f o re he ca n f e e l c o m f o r t a b l e ab o u t w r i t i n g i t • T h e c h i ·1 d 
must feel secure and positive about cursive writing. 
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Not every child comes to the elementary sch<?ol ready to 
b e y i n . c u r s i v e w r i t i n g • Some ha v e . s ta r t e d c u rs i v e w r i t . i n g i n 
the primary grades when they were not yet ready. Since 
children develop physically at different rates, not all 
children can be expected to be ready for cursive writing at 
the same grade level. Teachers roay observe several clues to 
the child's readiness for cursive writing: the child should be 
able to write cursive letters from memory, be able · to read 
cursive script, and have the desire to learn cursive 
writiny. 
Instruction in cursive writing should be 
whole-group, small-group, and individual basis. 
of practice- wi.th .all children .doing the same page 
done on a 
Long periods 
in a writing 
m a n u a l o r th e s a me 11 c o p y 11 s h o u l d n o t o b t a i n i n o u r c l a s s ·r o o m s • 
Frequent short periods of writing are more desirable. 
Practice should take µ·lace during a quiet relaxed time and not 
just after yym, recess, or any other very active period. The 
teacher must be alert to individual and group weaknesses that 
need instruction and practice. When help is needed with 
letter models, either for groups or individuals, good models 
should be provided. Instruction should be based on student 
needs rather than on the dictates of any writing comp·endium. 
With instruction and practice based on students needs, 
students may be motivated to improve their handwriting. 
Te ache rs must respect i n di vi dual hand w r i ti n g sty 1 es 
provided that they are legible. The student sho·uld understand 
that courtesy requires her to write legibly so that the 
intended reader is not inconvenienced by illegible 
handwriting. It is important that students develop a critical 
attitude toward their own writing. Th~y should realize that 
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their ideas are important and should be easily read. The 
teacher must also be familiar with a scope and sequence chart 
which usually accompanies a basic writing 
may be of assistance to the teacher 
improving student handwriting. 
compendium. 
in directing 
This 
and 
Teachers should help pup i 1 s achieve the best physical 
setting • which to write. For example, the desk should fit 1n 
the child, the desk top should not be cluttered, and the 
writing pad should be placed at a proper angle. 
If the student is left-handed, steps should be taken to 
ensure that the proper physical setting is maintained for 
maximum ease of writing and legibility. The left-handed child 
must have the light coming from the right; the seat and desk 
must permit free use of the left hand; freedom must be 
permitted in choice of slant; she must be given individual 
instruction without excessive pressure to develop speed. 
Practice at the chalkboard can help the left-handed child to 
keep her paper at a proper slant while writing. 
Evaluation 
The evaluation of student handwriting must be viewed 
within the philosophy and context of written composition in 
this Guide. Handwriting is a transcription skill which will 
be given attention on a student's final draft in the same way 
that attention will be given to other editing details • 
. I n e val u at i n g s tu de n t ha n d w r i ti n g , s amp l es of st u de n t 
w r i .ti n g sh o u l d be col l e ct e d , and where i mp rove men t i n 
legibility is evident, students should be praised for their 
progress. By showing students evidence of their improvement 
over a period of time, pride in workmanship is fostered. 
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Skill and speed in cursive writing must be maintained 
throughout the ele1nentary yrades. However, legibility should 
not be sacrificed for speed. Students must also be brought to 
understand that the purpose and audience will determine the 
quality of their handwriting and their handwriting must always 
be viewed within the larger context of communication of ideas. 
The student must al so be comfortable with manuscript before 
being required to use cursive script because if too much 
attention has to be given to the surface features of letter 
formation, then the deep structure or thought will be 
neglected, thus interfering with the quality of ideas being 
expressed. The evaluation of handwriting must not take 
precedence over the evaluation of ideas. 
Conclusion 
Key concepts that should prove of value to the teacher 
concerned about chi 1 dren • s handwriting may be summarized as 
follows: 
1. The child is the focus for deciding the best and most 
effective n1ethods of handwriting. There are many 
good systems for teaching children to write. It is 
the responsibility of th _e teacher to help the child 
adapt the system and recommendations to her own 
needs. 
2. The goal in handwriting is legibility and ease of 
writing. Simplicity of letter formation, economy of 
time, and comfort in writing position and movement are 
main considerations. 
3 • Handwriting is 
problem. It 
coordination, 
ideas. 
more a drawing problem than a language 
involves interrelationships of motor 
letter forms, words, symbols, and 
4. Children are introduced to handwriting through 
manuscript writing. Later, cursive writing is 
introduced. The time when the transition is made 
varies, but, in general, the change takes place in the 
second or third grade. 
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5. The emphasis should be on learnin~ to control and 
adapt writing techniques to a variety of writiny 
assignments, a variety of speed re qui re men ts, and a 
wide variety of qualities of excellence. 
6. Handwriting is a tool rather than an art. 
7 • The example the teacher sets in his o·t1n handwriting 
and his understanding of the development of 
handwriting and its relation to the other language 
arts are important factors in the teaching of this 
s k i l 1 • 
8. Quality of handwritiny is not significantly relat~d to 
intelligence. Children will improve in quality as 
they are motivated to study and diagnose their own 
writing needs and evaluate their own progress. 
APPENDIX 2 
·.· 
CHILDREN LEARN LANGUAGE 
It is only in recent years that the implications for . 
school language learning that ·· lie in the child's natural 
language learning methods have been realized. The main 
features of many ·of these implications have been described by 
Frank Smith and Kenneth Goodman. These main features have 
c re a t e d a n i n c re a s i. n g i n t e re s t · i n th e l a n g u a g e ex p e r i e n c e 
approach to instruction in language arts, and obviously form 
one of the basic building ·blocks of this teaching guide. 
In g·e~eral, ele~entary school writing programs wh .ich 
require students to master - grammatical termi~ology, 
. . 
.·graf(lmaticaJ analysis, and abstract language structure rules as 
a p re re q tJ"i s i t e to w r i t i n g w or k a g a i n s t th e n a tu re of · the 
process of young children learning language. -The history of 
the failure of these programs to improve the writing ability 
of elementary school students is long ·and ·· thoroughly 
documented. The· reason for their failure is. now emerging • 
. They attempt to teach language in a manner which is 
incompatible with the languaye learning strategies of the 
hun1an brain. Elementary school children enrolled in these· 
programs can only achieve in spite of the i ·nstruction they 
receive. 
Children learni_ng to talk are surrounded by language. 
Talk is an intimate part of nearly everything they do. Each 
of the utterances that the child comprehends provides him with 
' 
two kinds of information. The utterance has its own meaning 
and is also an example of the structure of the lang~age • 
. The infant brain deals with both of these kinds of 
information. The child comprehends the spe~ific meaning of 
the sentence. The ch.ild in some sense analyzes . the structure 
of the sentence and learns to produce sentences that are 
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si1nilarly structured. This may be summarized as saying the 
child learns the semantics (1neaning) and syntax and phonology 
\ 
(structure) by his language. The structure is learned by 
placing a principal focus on the meaning. 
The activity of a language-learning child is comparable to 
that of a scientist in the field. Both are faced with a body 
of information which is only reasonably complete. From this 
data they must determine the rules by which the phenomena _ 
operates or is controlled. 
The rules themselves are never observable. All that can 
be observed is the data, or the results of the action of the 
rules. Science overcomes the problem of the invisibility of 
the rules through the controlled invention and testing of 
hypothesis and theory based upon observation. Children 
learning language appear to operate in an analogous ma~ner. 
They observe the language, hypothesize the rules, and test 
their resulting theory of how the language works by speaking 
and observing the results of their speech. This is a process 
of observation and generalization which is very similar to the 
process of science. It is most clearly observable in the 
children's occasional over-generalizations, such as the 
frequently produced 11 feets 11 for the plural of "feet". In this 
instance, children, . having acquired the 11 s 11 affix for 
plurality, have over-generalized the rule which they have 
discovered. 
We know that language learning children must be learning 
the rules by which, for example, sentences are formed, since 
we know that they are not limited to producing only those 
sentences which they have heard. Rather, at all stages, they 
produce sentences which are appropriately formed in terms of 
their grammatical understanding, and which are unique. 
.. 
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APPENDIX 3 
LANGUAGE AND THE SCHOOL 
Native speakers of a language obviously possess an 
implicit knowledge of the rules by which that language is 
spoken. They possess that knowledge because they can speak 
the language. Their knowledge is implicit since they cannot 
necessarily talk about the rules by which they operate the 
language. 
Similarly, writers of a language obviously possess an 
implicit knowledge of the rules by which that language is 
written. They possess it because they can write the language. 
In the elementary · school we do not need to evaluate students• 
implicit knowledge about sentences; we need to evaluate their 
implicit ability to produce sentences. 
It is one of our major purposes to improve this functional 
ability to produce sentences of increasing sophistication, 
clarity, and vividness. We evaluate the student's ability to 
do so within the context of his own writing. 
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APPENDIX 5 
CHILDREN WRITE AND THEIR WRITING BECOMES 
THEIR TEXTBOOK 
1. Once a wr.iting environment has been established in the 
classroom, journal entries will flow~ It is important that a 
regular time be established for making · ·jour:-nal entries, and 
that they be made regularly and consistently. However, it can 
be expected that on some occasions some students may simply 
have nothirig to write about~ 
On these rare occasions, it will be necessary to provide 
one or two or several students with 11 prompts 11 • A prompt is a 
little yimmick that gets the writing going. . Teachers use 
prompts in a variety of ways. Some keep them in a shoe-box, or 
file-box, and di re ct students to select one when they cannot 
write. Others simply place one on the board for those students 
who need it. Others wall-chart them. All teachers should 
establish their own collection of prompts . 
Here is a beginning collection: 
1. I can't write today because • 
2. When I got on the school bus this morning 
3. (A · friend' s name) is • 
4. Tomorrow I am going • 
5. On Saturday I am going • 
The robin • 6. 
7 • The nicest-looking car in the school parking-lot 
• 
8. Yesterday the principal • 
9. I thought I heard a sound • 
10. Last night when I got into bed • 
• 
is 
·. 
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11. Last night when I fell asleep • 
--·------
12. 
13. 
14. 
15. 
16. 
1 7. 
18. 
19. 
20. 
21. 
22. 
23. 
24. 
25. 
26. 
2 7 .. 
28. 
29. 
30. 
31. 
3 2. 
Something cold touched my neck as I • 
-- ~--..- ·------
My brother . 
My sister 
My father 
• 
. . 
My mother • 
The nicest thing that happened in school 
last week, this week) was 
The nicest thing that happened at home 
last week, this week) was 
--·- ·----·--
• Some of us in class 
I think our class 
--~-------,_ __ 
• 
(yesterday, 
• 
(yesterday, 
• 
• The way to improve this class is 
-----
Other students in this class think 
• 
I could do better in this class if 
The boys in our class 
The girls in our class 
-~-- -
The funniest thing that happened to me 
My favourite subject is 
The best smell in the world is 
r ·h e w or s t s 1n el l i n the w or l d i s 
• 
• 
• 
that . I 
• 
• 
• 
• 
------ --- -
For sale • 
---------------
! think Christmas is • 
I think birthdays are • 
-------
33. Easter is • 
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34. On Valentine's Day I • 
------- ----
35. My dad (mom) is funny when 
26. 
37. 
38. 
39. 
If I could do anything I wanted I would 
If I could have anything I wanted I would 
I wish I was years old 
My Halloween plans include 
40. Never again would I • 
• 
• 
·• 
41. When I woke up, there stood three • 
• 
• 
42. Slowly, I crept down the dark path in the woods when 
• _______ ____.... __ ~
43. If I were invisible, I would • 
44. I haven't seen (name) since • 
45. because he was a ghost dog • 
-----~ 
46. Elementary school 
4 7. Sec re·ts 
48. Telling a lie 
• 
• 
• 
• 
2. Journal writing is expressive writing. It is critical 
that the journal writer view her teacher as . a trusted adult, 
not an evaluator, when the teacher is reading her journal. 
A meaning-centered writing curriculum requires that the 
· tea c he r p e r form s e v er a l di s t i n c t r o 1 e s i n the co u rs e· of w r i ti n g 
production. In responding · to children's journal writing, the 
required role is that of an interested, supportive friend. An 
; ·nterested friend does not evaluate the form of a friend's 
communication; rather, he lends an ear, gives attention to what 
his friend is saying. 
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Other stages in the process of producing publishable 
writing wi 11 re qui re the teacher to take on the roles of 
facilitator, editor, reader, and evaluator. 
3. Small-group work • 1 s 
writing curriculum. It is the 
basis of all writing: ideas. 
exist without idea-generation. 
vital to a meaning-centered 
main means of generating the 
A writing curriculum cannot 
4. The conventions which are taught will be of three 
general categories. There will be conventions related to 
capitalization, conventions related to punctuation, and 
conventions related to word usage, including verb agreernents, 
pronoun agreements, and spelling. 
Grammatical terminology is used here only to the extent 
that it facilitates the process of the elementary school 
student moving from an inappropriate or non-standard use of 
the convention to an appropriate or standard one. The 
objective of instruction at this point in the writing process 
is to enable the student to learn a particular convention of 
writing in a functional manner. The objective is not to 
enable her to describe either the convention or its ;nisuse in 
grammatical terms. 
If, for example, the teacher has selected one or two 
non-standard uses of high frequency verbs from the student's 
writing for instruction, then in the course of that 
instruction the word 11 verb 11 will be used. However, the 
objective of the lesson will be to change the student's 
functional, actual use of the verb, not to teach her the 
myriad definitions which grow from the grammatical concept of 
"verb". 
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5. This paragraph was originally presented by Kenneth 
and Yetta Goodn1an at the Fredericton '81 IRA Conference. It 
was presented to illustrate the non-visual nature of the 
reading process, and the powerful role of prediction in that 
process. It is presented here to indicate t ·hat if we are to 
teach students to edit their written work, we must teach them 
to read their work in a special way which requires greater 
attention yiven to the visual information than is normally 
necessary in reading. 
6. Since the conventions of written language cannot be 
effectively taught to elementary students except within the 
context of their own on-going writing, it is not pedagogically 
sound to list conventions to be taught by grade or year. They 
must be taught on the basis of what is most required in the 
production of second drafts. Nevertheless, it is reasonable 
that the requirements of second drafting over the course of 
three years of weekly writing · for publication will 
functionally teach young writers to use the following minimum 
list of conventions: 
Punctuation 
period at end of declarative sentence, in abbreviations, after 
initials 
question mark 
exclamation point 
cornma before 11 and 11 , 11 but 11 
comma after greeting and closing in friendly letter 
co1nma after words 1 i ke "yes 11 , 11 no 11 , "wel 1 11 , "ch 11 when they 
begin a sentence 
comma after 11 said 11 when introducing direct quotation 
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comma after introductory phrases using 11 ing 11 or 11 en 11 verb form 
comma after elements in a series 
comma after day, and between month and year 
comma between street and city 
semi-colon between related sentences 
colon to introduce a list 
quotation marks around direct quotations 
Capitalization 
capitalization of names 
capitalization of titles 
capital I 
capitalization of first and important words • book titles 1 n 
capitalization of greeting and closing • letter , n a 
capitalization of first word • sentence 1 n a 
capitalization of first word • direct quotation 1 n a 
Similarly instruction at various points in the editing 
stage of the writing process will examine difficulties related 
to standard homonyms, . prvnoun use and reference, and verb 
forms. 
Instruction in all editing sessions will be pragmatic. 
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Extensions: A Pot-pourri · of Writing Ideas 
They following topics and suggestions, developed so that 
they move through each of the phases of the writing process 
from experience to pu bl i shi ng and response, may produce - some 
interesting writing. However, it will be the application of 
the writing process to these topics themselves .which will 
generate _the ideas, thoughts, and feelings which are the basis 
of interesting writing. Students must never write from the 
topic alone without benefit of talk and sharing and 
small-group experience. 
1. You find your dog digying in the vegetable garden 
just as you_r father (or mother) comes home. What 
happens? 
2. A space creature fro1n another planet lands in your 
backyard. What do you say to her? What does she say 
to you? Is she friendly? What happens? 
3. You've won a contest and the first prize is a week at 
Disneyland. Your parents say you are too young to 
go. Write a leter to them explaining why you should 
be allowed to go on your own. 
4. How could this school be improved so that people 
would be able to learn more? 
5. You can return to any time in Newfoundland's history. 
To what time would you go back? Why? What would you 
see? How would things be different? 
6. You are going on a trip to the moon. You can take 
only three things. What would you take? Why? 
7. The life of an ice cream. 
8. A crayon's life story. 
9. The diary of a turnip. 
10. When I was two. 
11. My Rubik's Cube. 
12. My favourite T-shirt. 
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13. Good sneakers never die. 
14. Put yourself back in the times of John Cabot. 
15. If I had a magic eraser at school. 
16. If I were one centimetre tall. 
17. If I could drive a car. 
18. If I could do anything I wanted for one day. 
19. If I had a baby dragon, I would • •• 
20. If I were the principal of this school. 
21. The witch who lost her broomstick. 
22. A day in the life of • (Fill in the name 
of some character in a story, or person in history, 
geography, or science.) 
23. I would like to change places with for one day. 
24. The forest fire. 
25. The day it hit 80° below. 
26. The scratching sound inside my head. 
27. The biggest mouse I ever saw. 
28. Rabbit catching. 
29. My favourite rock 9roup. 
3 0. Why I col l e ct • 
31. A snowflake's trip to earth. 
32. The day my desk talked to me. 
33. Imagine you are swimming. You turn and see a large 
grey fin in the water! 
34. Read a short story, perhaps a ·folk-tale. 
into a play. 
35. How I get to school. 
Turn it 
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36. A haiku about • 
----------
37. A cinquain about 
--------
• 
38. Free verse. 
39. Invent a story based on an interesting picture from a 
magazine. 
40. Look through magazines . until you find a picture of a 
person that interests you. Now look for a place that 
is intriguing. Write a story about that person in 
that place. Write a play. 
41. Write about the funniest, strangest, or most amusing 
thing that ever happened to you. 
42. The biggest girl on our street. 
43. Getting up in the morning. 
44. My brother's girlfriend. 
45. Walking barefoot in the sand. 
46. Substitute teachers. 
47. Fishing with grandfather. 
48. What I would like most to be. 
49. The computer that wanted to rule the world. 
5 O • My fa m i l y • 
51. You are a large tree on the corner of the school 
grounds. You were there even before the school was 
built. What have you seen? 
52. The day the sun didn't set. 
53. You wake up suddenly in the middle of the night. 
Everything is quiet except for a distant honking, 
honking of an automobile horn. Describe what you 
think about. 
54. The puppy got out when the back door was opened. He 
ran down the street. What do you suppose his 
adventures were? 
/ 
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55. There were five people at the table but places had 
been set for six. No one said a word but a knock at 
the door caused all five to look up. Then they heard 
running. What do you think happened next? 
56. Christmas is a ·time for fun, for giving and receiving 
presents, for secrets and surprises, and for singing 
joyously. Think of the sounds of bells, or carols, 
of crunching snow, or of the sight of a decorated 
tree, or of the smell of plum pudding and turkey. 
Write a Christmas story that will really make us 
think Christmas is right here. Try to do this by 
including sights, sounds, smells, and tastes. 
57. You are a passenger on an airplane and see a man pass 
a note to the stewardess. 
58. While lying in bed you- hear whispering outside your 
bedroom window. 
59. You are a new pupil. A gang is making your life 
miserable. The leader is planning to pick a fight 
with you at a bus stop. 
60. During a test, a note is tossed across . the room. 
lands on your desk. The teacher ta~es it 
discovers it has the answer to one of the 
questions. You know who threw the note and why. 
It 
and 
test 
61. Jean was excited. She and her father had planne·d 
this fishing trip very carefully. 
62. Debbie felt shivers of excitement as she looked in 
the department store window. Her mother had just 
gone in to pick out a birthday present for her and 
· didn't realize Debbie was there. There in the window 
was the most beautiful out f it she had ever seen. 
63. As the scrawny boy in faded blue jeans raised his arm 
in · a weary hitchhiking gesture, the big gray car 
screeched to a halt. 
64. This is the night of the championship hockey game. 
It is the end of the third period and the score is 
tied. We have ten minutes of overtime to play. The 
fans are going wild, and the referee is about to toss 
the puck for the jump. 
65. The lamp on the table wobbled as the door slammed. It 
continued to wobble as Betty dashed across the room. 
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66. At the back of the yard a large black and white cat 
crept carefully along the top of the fence • 
.. 
6 7 • D e r e k j u s t s t o o d t h e r e • .H i s 1 e g s re f u s e d to mo v e . 
The sweat burst out on his forehead. 
68. Bill and Mike burst .into the classrom. Together they 
shouted ••• 
69. We co .uld smell the dinner cooking. Michael was 
setting the table. It was a pleasant time of day. 
What was keeping Tom? It was time to eat. 
70. Usually we have fun at Grandmother 1 s house. This 
time, though, I knew things would be different. 
71. You awake from sleep and smell smoke in the middle of 
the night. 
72. Show part of a film. Students write the ending. 
73. Re-write a newspaper article. 
74. Select a word. Write descriptive words beginning 
with each letter. 
B 
0 
-- -
-- -
bold, beautiful, billowing 
open, ocean, onward 
A -- -
T -- -
75. And so on. From ongoing classroom activity and the 
minds and imaginations of teachers and their students 
unlimited topics and ideas for writing can be 
generated. 
A Collection of Writing Praise Words 
Right on 
Beautiful 
Remarkable 
Fabulous 
Fascinating 
Impressive 
Extraordinary 
Magnificent 
Exquisite 
Superb 
Phenornena l 
Unique 
Dazzling 
Amazing 
Fantastic 
Wonderful 
Stupendous 
Distinguished 
Terrific 
Marvellous 
Admirable 
Very Good 
Great 
Excellent 
.. 
------ ------:-----: 
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A Checklist for Evaluating Writing Activities · 
Very infrequently 1 
Less than half of the time 2 
More than half of the time 3 
Almost all of the time 4 
1. Writing assignments are frequent, at 
least three times a week. 
2. Before each written assignment is due to 
be handed in, I make sure the pupils have 
an opportunity to have it read to an 
audience (peer, editor, or group and/or 
teacher), and that pupils have time to 
self-edit and revise. 
3. Pupils write about subjects that are of 
interest to them because of personal and 
practical value. 
4. Pupils have numerous opportunities to write 
without fear of being "red penciled" by 
the teacher. 
5. The process of writing is broken down into 
two phases: creating and editing. 
6. Writing assignments are usually short. 
7. The pupils have a specific idea about what 
aspect of their writing they are trying 
to improve. 
8. When I teach writing skills, I teach skills 
I have determined are weak based on a 
diagnosis of pupils 1 compositions. 
9. Pupils are told about positive as well as 
negative aspects of their writing. 
10. · Pupils have an opportunity to review 
writing assignments they have completed 
earlier and that have been kept .in each 
pupi 1 1 s personal folder. 
Rating Rating 
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11. Oral . reading is used as a tool for pupils 
to help each other improve their writing. 
(Oral reading of written composition may 
be one to one or to the group.) 
12. Before pupils begin writing, I make sure 
that there has been enough discussion on 
the topic, or choice of topics, so that 
pupils have ideas to write about, and a 
vocabulary with which to write. 
APPENDIX 6 
A-LANGUAGE POLICY ·ACROSS THE CURRICULUM 
BASIC COMPONENTS 
1. In a real sense a language policy is a course of 
action. It is an agreement to actively determine how and for 
what purposes and by whom language is used in school now, and 
a further agreement to modify those determinations where they 
conflict with ·concern for individual differences and language 
learning principles. 
-Viewed in . this way ._a lan.guage pol icy is not a 11 thing 11 
but rather a means to more effective . instruction. 
2. Many of these questions and sugyestions for spe·cific 
action research procedures are from Marland, Language Across 
the Curriculum, 1977. 
3. This research must be conducted. Those staffs who 
have already begun to .·ref.ormulate their language-for-learning 
policies have found that ft is qnly through the process of 
action research · that they themselves become cons.cious of the 
typical patterns of linguistic interaction that exist in their 
classrooms. 
The agreement to conduct such research~ and its purposes 
and intended conclu~ions, need to · be carefully developed and 
established. 
4. An effective language-for-learning policy requires 
that stud·ents be given the opportunity to share their ideas, 
experiences, and feelings. Small group instruction is the 
means by which this sharing is achieved. The small group 
p r o c e s s i n v o 1 v e s -p 1 a c i n g ch i l d re n i n to gr o u p s of l i mi t e d s i z e 
where language can be used comfortably and informally to 
explore the nature of topics, their purposes, and possible 
means of approach. 
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